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'Juan, can you\tall me ‘more about 1t?"

» teacher, if you want .mé& to
're Just going to have to uk
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ticipating children, parents] and teachers for their support and cooperation

Sptcul thanks are du u

11 to the hard-worki,ag staff of this Ptojoct.

and to the consultants, the ujotity of whom offorul their service or (dvico
~v1thout compensation, : . '

way to the conceptualizations presented here,
. We TG most tmoc:lativg for their thoughts.
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‘Yormally or ufomny. several hundred persons have coutribntd in a major

We cannot name them all, However,

A special word must be said about

the timely and insightful descriptive formulation of _Yolanda Jenkins of our S
_project staff,
ioral styles,

nuny. I offer thanks to my colleagues in the School of Bducatiou. —_—
'Associate Dean Metta Zahorsky, Associate Dean Jack Lyach, Graduate Coordinator
Paui Hale, Administrative Assistant Edy Montes, and to the School of Education
Secretary, Elizabeth Halley for their patience, ouppott and undouuuding dug- _
: ing the "rough opotl" over the past year,

Ve were struggling to get a precise label for oune. of the behave . '
It was Ms, Jenkins who contributed many materials and ideas about -
"synthesis". and "synergy” which served to capture the essence of our description.
. Unfortunately, we did not have the - ‘time to follow this path far enough, However, -
it is certain that Ms. Jenkins' own .future rdsearch will provide important fresh
theoretical underpinnings for an elsboration of the "oynthoue-pcuoul" otyh.
p.rt:l.cuhr:l.y as it is related to the Afro-American omtimo. y

~

ta




N ' ) ' ‘- ey s °
0‘ . . L H
o ' ’ PROJECT STAFF . - R
© - - — ‘\‘ *
.Donna Alvarauo ,' Isabel MacKenzie
- * Student - : Typist = .
w Departmént of Educational Technology San Francisco State University
© . San Francisco State Univers:.ty : ' 1;'/ ‘ a
PR (Data. grocessing) Sandra L. McArthar &
‘{;’m i . . -Project Secrctary
ﬂ; Henry Colllns : . San Francisco state University .
“  , Resedrch Associate - » . o N
Corrections Consultant B ' Paulette Powell. (Volunteel‘)
Vo California./ Youth Authority ' . Research Assistant -
.o $a.n Franc:.sco, California - "~ . Student/Psychology. : .
: U San Francisco State Univers:.‘by :
a Nancy L Cook o ' _ - ’
- .” Research Associate : . : ;. ‘ )
| . Consultant to'Gifted Program . ) ‘ ‘
o .“ _San Francisco Um.fled School Dlstrict ) - . .
, , . o a
) William B.. Cummings, ' ‘ ) SNl - ‘ of
» . Associate Project Director ' “\\ : ' .
_ Diréctor of Gifted Program ) . , e
B S’an Franclsco Unifled School. District . . o . ’
|, ‘Marcia. Dunn (Volunteer) -
Research Associate . o, - o . . .
,j> . .Doctoral Candidate - : . .7

¥ 8, eech’ “Pathologist " s . .
:‘J_ San Ffaficisco State Uni:vers:.ty/ ) -
" . University of California at - :
i ‘...  Berkeley . ' - . -
. ~ s . i . .
.o - Ireng M. Gerdes ’ . . .
ey ,Prpﬁ/Z(_:t Secretary . - ' o
" San Francisco State University
Elizabeth. Halley - BRI o - o
Editor C 4
' San Franci‘sco State University-

" Asa G Ihll:.a.rd Ed.D. . -
Proaect Dlrector - '

: Dean, School of Educatlon L.
San Francisco State _University T s
2 - —— e - R e e e t e
"Yolanda Jenkins S * . _ a !
Research Associate A :
San Francisco State University . -

Vinetta c. Johnson (Volunteer)
- Research Associate
Director ¢
Multiculture Institute
- * Seattle, Washington




-

/

Sarah Buffer Adams
ProYessor “of English (Linguistics)
University of Liberia
Monrovia, Liberia
. ~
Pamela’ Almeida, Ph.D.
Psycholinguist
-Harward University
Cambridge, Mass.

J. B, Andrews, Ph.D.
.National Conference Coordinator
National Association for the .
Education of Young Children
ot

Ruth'Beard, M.S.W.

Psychiatric Social Worker

Pacific Psychotherapy Assoc.; Inc.
San Francisco;, California

Robert Behtley, Ph.D.

Child Development Research

National Council for Black Child
Development A

Formerly of Bank Street College
‘of Education, New York

’
7

'. Richard Boede -
Resource Teacher, Gifted Program

- San Francisco Unified School District

-San Francisco, California
Merle Borrowman, Ph.D.
Dean, School of Education
University of California
Berkeley, California
= )

* Barbara Bowman

Erickson Institute

Chicago, Illinois

Robert Bradfield, Ph.D.

" Professor of Spegial Education
San Francisca State University
San Francisco, California

* Ellen Brown

' Former Teacher, Gifted Program

Ravenswood Elementary School District

East.Palo Alto, California

-

B

S

" CONSULTANTS . A

P

e

i Ruby Brunson *
}Licensed Day Care Operator
j Oakland, California

Joseph D. Caprio
Resource Teacher
Gifted Program, SFUSD

San Francisco, California

S P .

Jean V. Carew, Ph.D.
Professor of Education
(Early Childhood Research)
. Harvard Univérsity
Camoridge, Mass..

John Cleveland,‘Ed.D.

Director of Urban Education k
~San JDiego State University J
Director of Human Relations /
San Diego Public Schools'*
Dolorés Cross, Ph.D. ; - '
Assistans Professor !

Diréctor of Teacher Education

Claremont Graduate School ,

Clarenont California" f

.Peggy Day “
Film Producer-Director
NGUZO SABA \Inc. . .
San Francisco, California

=

<
4

Harold Dent Ph.D.

Clinical Psychologigg__ll_-w——~ﬂf—«-«-~MNM4
birector of Education and Consultation
Westside Community Health Center

San Francisco, California

>

Man‘¥€e:DeSandies
. Teacher, Ravenswood School District

.

__East Palo Alto, California

G. Diane Dixon, M.S, W. -
¢ Children's Psychotherapist
RNew Jersey

James Fleming -

Research Des1gn and Data Process1ng
Doctoral Candidate

Univers1by of California at Berkeley ’




S

P

4

- ———and-Teaching

George R. Forke

Resource Teacher S -

" Gifted Program, SFUSD RN
San Francisco, California * .

.Bufdrd Gibson, Jr., M,D.

Director .

Pacific Psychotherapy Assoclates

Child Psychlatrlst

San Francisco; California

=B
~ 7 Fern Glover .

Teacher
Berkeley Unified School District
Berkeley, California

~

>Janice Hale, Ph.D. , !

. Assistant Professor .~
Georgia State University
Atlanta, Georgia

Thomas Hilllard, Ph.D.
:'Vice President
The Urban Institute for Human
Services, Inc.
Clinical Psychologist
. Private Practice °
Saih Erancisco, California

Ruddie Irizarry, Ph.D. °
. Researcher

Blllngqu Specialist

“Stanford Research Institute

~ Palo Alto, California

William Johntz
" Director, Project SEED

.+ Lawrence Hall of Science

Berkeley, ‘California .

" Herb Kohl, Ph.D. S
Director, Center for Open Learning’

Berkeley, California

Anabelle Markoff, Ph.D.
"Department of Special Education
San Francisco State University

[

D

<

Q¥ivia Martinez ) :

chool Psychologist/Consultant °
San Jose Unified School District
San-Jose, California

Maurine Mckinley
Program Director

Black Child Deve10pment Ins titute, Inc.-

Washington, D.C, .

Evelyn Moore .

Director, Black Child Developmenf
. Institute, Inc.

Washlngton, p.c. = °©

Daphne. Muse_ @ ’
Instructor, University of Cali?ornla
Berkeley, Callfornla

Wade Nobles-
Researcher, Social Psychologist

Westside Community Mental Health Center

San Francisco, California
’H A a .

Ar zona QOfficer
Retired Public School. Teacher
San Francisco, California

Glendora Pqttersoh
School of Education

-Early Childhood Education

-

University of Califuruia at Berkeley

Jacob Perea
Ass1stant Professor '
Interdlsclpllnary Studies in Education
La Raza Studies

San Francisco State Un1vers1ty

"Carol Phillips

Assistant Professor
Pacific Qaks: College

-- . ---— Pasadena,-California -~

Eugene Redmond

Professor of English and Poet in-Residenc:

Department of Ethnic Studies
Sacramento State University »

N 2

L]




Roger Shuy, Ph.D.

Sooiolinguist )
Q Center for Applied nguistics

_Washington, D. C '

.

!h.rilyn Smith, £4.D. :

-Director,« National Association
for Young Children

Washington, D.C,

" Rudy Smith, M.S.W. - T e
Director, Crisis Clinic’
Psychiatric Social Worker
Mt. Zion Hospital
San Francisco, California

Sandra H. Smith

Therapist - . ’
Langley Porter Neuropsychiatric
Institute - .

_ San Francisco, California

" William R. Smith, Ed.D. - :
Administrator, Elementary Education
Denver Pablic School System
Denver, Colorado

Clifford Stallings, FPh.D.
Research Psychologist -
U, 5. Navy .
San Diego, California o

Orlando Taylor, Ph.D.* ™
Linguist

Center for Applied Linguistics
Professor-of Linguistics
Howard University

Washington, D.C.

Paula Wehmiller T
Teacher .
- Philadelphia, Penn.

Jean Wofford

Office of Child Development
Region 9. .
U. S. Office of Education
San Francisco, California

James Young, PhD. ..

“.Assistant Professor e

Department of Early Childhqod Education
Georgia State University
Atlanta, Georgia

Carl Zlatchin, Pg.D

Psychologist . .
Mt. Zion Hospatal . -

San Francisco, California .

g’
N

o
.

L and

e e et e

&
d

. %

Q




-

Whén we ;ook back on past periods of history, we are often
confronted with inconsistencies and blind spots in human thinking,
which to us are so palpable that we are gimost astonished cut of
belief. We find it hard to credit the inescapable fact that they
remained, for decades or for centuries, completely invisible not
only to the generality of men but also to the choicest and wisest
spirits of the age. Such are the Athenian emphasis_on liberty-- “
with the system of slavery accepted as a matter of course; the nogion
that the truth could be ascertained and 1ustice done with the.hﬂfgi
of*trial by battle;.the, Calvinist doctrine of pre-election to -
efernal damnation; the co-exjstence of a Christian eth¥c with,an
economic doctrine of ruthless™laisSez-faire; and no doubt there
are other and better examples. i - '

I believe that the blind spot which posterity will find most

‘sﬁartling‘ip the last hundred years or so of Western civilization,i,
,that it had, on the one hand, a religion which differed from all

IS

others in its acceptance of time, and of a particular point in
time, as a cardinal element in its faith; that it had, on the other
hand, a picture in its mind of the history of the earth and man

as an evolutionary process; anc that it neither saw nor supposed

. -any connection whatever between the two. - ..
: — . .. (Barfield, Owen. Saving
the Appearances: A Study in Idolatry) ' . ,

-
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“By encapsulated I meanclaiming to have the whole of truth
vhen one has only ‘part of it, By encapsulated I mean looke
ing at 1ife partially and proceeding to make statemeits con- ‘
-cerning the whole of iife, and by encapsulated I mean living
partially because one's daily activities are based on & world~ . N
view or philosophy of 1ife which is meiger next -to the larger . )
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mesning of existerice."” . :
— . N o o ..
) (Joseph R, Rdyce, ?rhc Pncapsulated Man) . ‘i
PN . ) - &, - *
L , v
v . . : . N e .
. .‘{ - . 3 ‘ (

‘"It should first of all be evident that any examination of oo
Blick ¢@lture in America is necessarily an examination of . <. wo
the relationship betwesn Black and White Americans, This . I TR

- relationship, the images "Black” and “White"-that Americans. Yl

hold -of esch other has shaped the gtilm'rﬂ?mhitiqn; of all . - -

Amoricans,” , : : L e ) ; -
” * (Ben Sidran, Black Talk) . T g
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INTRODUCTION R

Ll

5 > Vork bepan on this project one year ago, following the award of a grant

©  from the California State Department of Education, . The purpose was to "refine .

-4 selection process for the identification of gifted minority students." At - A

. that time, the San Francisco Unified School District had recently begun to use e

., . @ check list of charagteristics desimed to identify pifted (“creative") . S

- students, which had Yeen developéd based -on the work of Dr, Paul Torrance, The o
#3acuse of this'check 1igt in the San Francisco. Public Schools had resulted in the,., . T

—'r‘gf{ - 1dentification of an increased number of "minority" group studenmts, However, w .
1. J° -the San Francisco Ugified’ School Districe Directo :

) - ] r of Gifted Programs and ]

2V 7 mewbers of his staff had expréssed ‘the feeling. that many gifted "minority" group R

. -+i - Students had not been identified yet, even with the.use of this check.list as a P
- pre~screening device, . B ;

PR

3

P

£

- - SR

S

\; . /

o 7 - " Our work then began as an ‘attempt to evaluate existing-' ﬁte-scteeniﬁg'pto-' A\
- '.-cedures and instrumetit to determine what modifications; if any, might be ‘made e - ¢ )
_ . in order to identify gifted "minority" students who could ‘then be assessed further e
;o7 by the tegular assessment processes. e ‘ : .

‘. ’ » -

~
Joe

. ~In.order to bepin ‘the task, an extensive review of appropriate literature
- was conducted, In addition, in depth interviews with practicing professicnals =/ ~*
7 . who work with "minority" children directly on an on-going basis, were conducted -
..+, in order to get their evaluation of the existing pre-screening' instrument as. ;
+ " well &8 their suggestions regarding procedures, techniques, and behavioral indi- ) :
'« . . cators for identifying gifted "minority". children, < ‘ o
k. - It became clear early in the year, that the problem we faced was much more
., complex. than it had appeared to be, and that a simple revision of a pre-screehing
: _ instrument would be insufficient, ur review of the literature indicated, as is
. * ".. menerally known, that there is no commonly aqcepted definition of intelligence,
< __-snd therefore no commonly accepted definition of a person with "superior intelli-
.~ . gence," or.'in other words, a "gifted person." - As we proceeded to review the ¢ .
) literature and to interview practicing professionals, it became even more obvious “
that a fundamental problem exists when it comes to the assessment of 'different |
= %4 cultural populations which could not be #olved ‘simply by chaiging from a stan-
.. dardized IQ test to a standard check 1list or observation scheme for looking at
"~ " " children of color. Nor could any of these be adapted by any simple process, |
rfw‘al“i:«‘tm‘erfundmnulr.ptoblem_id_:hnt_ltr_t}!;!.ux all assessment procedures operate on ]
. [ = the implicit assumption of a model of a "universal' or "standard person." We
", . infer this from the fact that no-known assessment system takes into account *either
- ‘the cultural history or the personal history of these individusdls whose "intenﬁf-
.. .gence" is being assessed. All knowm generally utilized assessment devices or -
i - systems for the measurement of "intelligence" ignore basic cultural contributions
-to-patterns of human behavior, Our investiga‘t'ions indicated that assessment L.
{ ' specialists could proceed in this way only by taking liberties with the truth, =

hY

_r
e

- Any hope of ‘having in one year's time, from such a small study as this, an - /.
. instrument to select "pifted minority students" which iz valid, reliable, has
- _.instructional utilitv, and which would remedy all the deficits of existing -
i "o~ . intellectual assessments, is impossible,to sav the least, Ue had assumed before
T, . . . Lt
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the investigation began that cultural differences were of primary importance

in any assessment process.: It became even more clear during the investigation

Just how -important these cultural differences were., Neither assessment nor )

intelligence occurs in the abstract or in a vacuum, Both are situated in, and -

derive their meaning from, a full cultural context. C,ohsequently, only by the

explication of the specific manifestations of behavior within that cultural R

context, can the assessment of human behavior take on meaning, Thus, only in =~
' this arena can "intellectual superiority" be truly evaluated, -

T " In San Francisco alone, there are more than twenty different languages
" which are spoken as the primary language of its citizens, One could hardly
imagine how many différent cultural groups there are, in addition within the
. ecity, Certainly, if we take thé dation as a whole, the number would be greatly .
. sxpanded. Therefore, the task @‘f"duigning an assessm@nt process which would
. © take into account, as is necessary, the varied ctultural -experiences of students
S to be assessed is overvhelming; yet, these varied cultural experiences are the
: - raM mteri’n],s through which menhtal ability or aptitudes are expressed, However,

it is possible to describe and" demonstrate.an approach to the assessment of pupil
behavior zhich does proceed from the assumption of both uniqueness and’ commonality.
in ,cultural backgrounds. Therefore, the task here has been to describe an . -
.. aEgrohch f:o valid assessment \:rh:l.ch builds upon and grows out of a recognition of . . o
g the only- possible experience which children can have, which' is, oddly enough, :

. their own!experience. However;\it is impossible here to illustrate gt}is process
AU with every conceivable cultural group--or even with several of the representative R
i '. -cultural gproups in’'the San Francisco Bay Area, Therefore, because'of the principal
. % . -« author's gwn expertise and. cultural backpround, Afro~American, -the prédominant
I or major attention and model for assessment will utilize this culthural experience

"as _ihe primary group of reference, Nonetheless, the general approach can be

applied to any cultural group experiences, < e

#re

7

~ In view of the current state of assessment in practice, it will be ‘necessary
in this report tc dwell in some detail upon relevant literature and a rationale. \
for an approach to the dssessment of culturally different groups, It is. impor=
tant that ‘certain documentation of thie unique experience. of a cultural group be
presented as a model, and that documentation of relevant assessment activities
- associated\with that cultural experience be presented, This will necessitate a’ .
qomewhat”ld\ngthy, ponderous, and multifaceted presentation of the results of the /
~gtudy, ' S, ,s

@ , . ~ ]

An ins}:ﬁumeht for use in pre-screening and identification of "gifted ’m:l.nqt{ty_?'/
students has been developed, piloted, and refined as a part of this study,” How~
ever, a major part of this-study is the treatment of the literature, .the synthesis

- ofdata from interviews with practicing clinicians, _and the development of a -. A

- | rationale, The presscreenine "instrument" is merely a small part,of a_ much larger—

| = and more complex process, and is itself more of a ggide to’ observation than a
s "test" in the traditional sense, .

~
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Chapter I

ST Cross Cultural Assessment in Historical Perspective o
’\. ) 7 ) “N"M" - . . -

L
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' ‘In 1921, Louis Terman of Stanford University, who °b'ecau\e President of the ' 1

= **;rmrican—vl’sych_olqgical Assogiagi’c?q. and who is known as the "father of the

. “f\/ Stanford=-Binet," expressed the following thoughts: :
N '\ . ! AN

. vy -

A low level of int:elii ence fia,yie;'y, 'very common among Spanish~
L © - - Indian and Mexican fami{lies of the Southwest and also among

: - -Negroes,. Their dullness seems.to be racial, .or at least inher- 5
o . ent from'the family stocks from which they come,,;The whole R
“‘ ‘ "question of ra¢ial differences. in mental traits will have t6 be ¢

taken up-anew and by-experimeéntal methods, The writer predicts ~'
that when this is dene there will be discovered enormously sig-
‘nificant racial;differeunces in general intelligence, differences
which cannot be wiped out by any ancheme of.mental cultyre, -

"< - _“Children of this group s'gould.be sepregited in special classes.,, T s

B They cannot master abstractions but they can often be made effi- -

L : clent workers,,.There is nq possibility at the present in convine~
© e . ing society that they should not be allowed to reproduce, although .

! T from a eugenic point of view they tonstitute a grave pgobl"em .o

» because Sf their unisual prolific breeding, -*'(Kamin, 1974, p, 6) .-

" - Another noted’ scholar, Karl ﬁtighami who was affiliated with .Princeton
University, became the Chairman of the Galton Society=~an association con-
+ cerned wit:}: eugenics--also had.strong views on ethriicity and jint:gl}igenc_e:

i
|
M ’ ‘. L * - ‘1;&:"1 \‘v t
The Nordics are,,,rulers, organizers, ard ar;stoctats\..-f’iudividu- |
. |
I

¥
7; - alistic, self reliant, and jealous of thefr ersonal free OMees .
Py - As a result, ‘théy are usually Prqt:est:ant:s...fnge Alpine-race is
Y ’ always and everywhere a race of peasants,,,The Alpine is_ the per-
”/ : - ‘fect slave, the ideal serf,,.the unstable temperament and lack of

coordinating and reasoning power so often found among the Irish,., C
We have no separate inteliigence distribution for the Jews...our o
+army sample .of immigrants from Russia is at least one=half Jewish,,, - >
our figures, then, would- rather tend to disprove the popular belief - ., . .
R .~ that the Jew 1s Intellipent;..he “has the head form, stature, and . __ _
oo color of his Slavic peighbors, He is an Alpine Slav, :
A . < *7 (Kamin, 1974, Pe 21)

(SRR
>
v

LN

A

AW

, Karl Brigham's views were important as he also served as a developer of
;7 the Sc¢holastic Aptitude Test and served on the College Entrance Examination
‘ Board as Secretary, Kamin (1974) has done a masterful job of describing the E
tontext within which thedevelopment of intelligence testing has taken -place .

> - *
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2 ag . 77" Motherland of Wisdom, Iamblichus wrote that Thales confessed that |

* . _ %
in the United States of"AmericJ. /As historlcal information, Kamin's data and.
perspective are critically important., However, it mst be kept in mind that the
question of "race" and intelligence continues to be'a topic of high interest. '
anong Americans even todav, At the 1976 Ame&ican Psychological Association
National Convention, University of California, Berkeley, Professor Arthur Jensen's
preaentation (Jensen. 1975) d ew one of the 1argest crowds of the Convention.

It is hard for one who reads the contemporary mainstream of behavioral
science literature to realize that the opinions expressed ahove are relatively.
"new in human history. It is important, therefire, that some attention be paid-
to historical opinions which'differ widely from\those expressed by some of the .

_ nationally known representatives of our acholarl%P;:tablishment. Before the
advent of Europe s colonial period and the devel nt of intelligence tests,
the ethnic.or "racial" dullness of people of color, which was noted by B
. Professor Terian, aeema.notfto havé existed, In the first recorded contacts .y
that Europeans had with pedple of different colors..the situation was just the. )
opposite in other parta ofzthe wor1d°

\
..\»,.,‘ ‘\ t

we-nay also take the example of,Pythagoras“. This great phflosopher,
while still a youth, if we may eredit Iaiblichus, associated him=
self with Thales of Miletus from: ghom-he gained a considerable
knowledge of the Mysteries. ° Thales, ‘ﬂig ‘at that time of great :
age and infirm of-bpdy, apologized for:his incomplete understanding
N of the sacred doctrines.and urged Pythagoras -to visit Egypt,  the ?{
his own reputation for wisdom:was derived froit the instruction of i
these priests; but that he was neither naturally nor by exercise
imbued with those excellent prerogatives yhich are\so visibly dis-
played in the persom of Pythagoras. Thales, therefore, gladly !
announced to. Pythacoras, from all these circumstances, that he would
become the wisest and most divine of all men, if he associated-with .
these Epyptian priests, Iambit .then describqua journey which )
Pythdgoras made to Egypt, how enrciite-he was initiatq¢ into the & = -
mysteries of several nations, and at last arriving at'fiis destina-
tion, was received by the Egyptian priests with resnect«and affec~
‘tion, He associated with the Fgyptian philosophers for some time

e

and after demonsttatinz by his sincerity and concentration that he
was -worthy to associate with~the initiated, he was at last admitted"

°‘.§.§ N ¢

into the secrets:of their anciént order. -
.o -‘1‘.—;»

‘He,soent, there?ore, observes Iamblichis, two and twenty years in :
T ) Eoynt..in Adyta’ of temples, astronomizing and geometrizing, and was -

initiated, not' {n¥an artificial or casual manner, in a11 mysteries s vA

of the Gods. (Hall, 1971, p. 57)- - . \ ) T

L Geprge G, M, James (1954) also pointa out that the immigration of the Greeks
. - to Egypt for the purpose of their education began as a result of the Persian _
i invasion of 525 B.C. and continued until Areeks gained poasession‘of that land ~ °~
e and access to the royal library through the conquest of Alexander the Great. ‘
.. James points out that Epypt was the createést vacation center of the wor 1d and - 3
- that it was visited extensively by the Preeks. No evidence of an assessment of -
the Egyptians by the Greeks indicates any awareness of "genetic" or "intallectual -
deficits." "...Reference must aqain be made to Plato in “the Timaeus who te11s us

- . .-
~ - Y
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“that Greek aspirants to wisdom visited Eeypt for initiation, and thaftfﬁ; priests gy
' . of Sais used to refer to them as 'children in the mysteries.'" (James, 1954) )

There ‘is in Epypt, said Critias, at the head of the delta, where .the
Nile divides, a district called the Saitic, The chief city of the
district, from which King Amasis came, is called Sais. The chief
roddess of the inhabitants is called in Egyptian, Neith, in Greek
(according to them) Athena; and they are very friendly to the
. Athenians and claim some relationship to them. Solon came there
‘on his travels and was highly honoured hy them, and in ‘the course
of making inquiriés from those priests who were most knowledgeable
on the subject found that both he and all his countrymen were almost
entirely ignorant ahout antiquity. And wishing to lead them on to \\\Q
talk about early times, he embarked on an account of the earlie .
events known here, telline them about Phoroneus, said to be the fi¥st
‘man, and Niobe, and how Deucalion and Pyrrha survived the flood and
who were -their descendants, and trying by fequning up the generations
to calculate how lonz ago the events in question had taken place, And
3. very old priestsaid to him, 'Oh Solon, Solon, you Greeks are all-. .- = .
.. children, and there's no such thing as an old .Greek,' 'What do you ~ .. = -
. . mean by that?' irquired Solon. 'You are all young. in mind,' came °
— : the reply: 'you have no belief rooted in old tradition and no knowl- <
’ edre hoary with age,,.But in our temples we have preserved from ear-.
. liest times a written record of anv great or splendid achievement or -
_notable event which has come to our ears whether it occurred in your -
part of the world or here or anywhere else; whereas with you and
others, writing and:the other necessities 6f civilization have only
Just been developed when the periodic scourge of the deluge descends, —-~ °
and spares none but the unlettered and uncultured, so 'that you have ‘
to begin again like children, in complete ignorance of what happened . °
in our part of the world or in yours ih early times,' Lo -
B ¢ 0 ChEe (Plato, 1965, p. 35)
. . S

. It is importait, in light of contemporary atgﬁﬁ?ﬁfgmébout:"intelligéhce,"'_’
."IQ" and genetics or "race," to note that the Egyptians vand Ethiopians of that
- )~ ancient world which was visited by early Greek scholars were Black Africaq
" ‘people, * (Blavatsky, 1972), (Diop, 1974), (Higgins, 1836),, (Jackson,. 1974),

(Massey, 1907), (SpOWQen, 1971)

. . 55

e N Vi * "',{ o
\ The true verdict of history was announced by: the ancients:

o "eesThe civilized Ethiopians, however, according to Diodorus, were
AT the first to honor the gods whose favor they enjoyed, as evident
T by the fact that they had been free from foreign invasion, These
e S Ethiopians were not only pioneers in religionms, Diodorus, informs
: *ﬁu’gg us, but also oririnators of many customs practiced in Egypt, for
= the Egyptians were colonists of the Ethiopians, From these

- Ethiopians, the Eeyptians derived, for- .example, beliefs-concerning
.their kines, burial practices, shapes of statues; and_forms of & -
letters, Fufther in Diodorus' accounts of Ethiopians who lived
near the Nile, derived from Agatharchides, he may be recording a
p‘tolemaig description of the "pure" Nesro, The majority of the
Nile dweliing Ethiopians, according to Diodorus, were black, flat
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: nosed and ulotricho. ,The image of Just Ethiopians, beloved of

the cods, persists in .he empire,..Lucian evokes, on several
occasions, the divine visits to the Ethiopians, obviously echoing
Homer, he says, 'the pods are away from home across the ncean no
doubt visitine the blameless Ethiopians; the gods are accustomed
to feasting with the Ethiopians continually, at times, even self
invited' ; and id commentine on the cods' practice of selling their

blessine, Lucian notes that the Ethiopians are to be considered Ls o
LN fortunate if Zeus is really compensatineg for the hospitality whic
he and other pods received when they enjoyed a twelve day -

Ethiopian feast...an appropriate summary of the classical tradi- _‘MN
tion of divine love for the Ethiopians and of the aricient records

of Ethiopian justice appear in the words of a §$xth century A,D,
prarmarian like Lactantius Placidus: 'Certainly they '(the

Ethiopians) are loved by the pods because bf justice. “This even

’

“ ~, . Homer indicates in the first hook by theffact-that Jupiter free-’

» quently leaves heaven and feasts.with them because of their jus-

*

I . - tice ‘and the equity of their customs: for .the.Ethiopians are said
. to be the justest men and for that reason pods leave their abod
e treqqgnt1!~;pryisit thenm,' . -

_ _ e s e i P ~ b
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Chancellor Williams (1974) points out-maﬁ},of the é;éat 1;;entiogs of fhe

Epyptians and Ethiopians, For example, .the invention of writing, All the

" ancient historians apreed that: Black Afiica was a wonderful place, A Greek

Proverb which was preserved by Aristotle and Pliny poes as follows: "Africa

is a;ways,prodqcing something new,"
which later Europeins were to paint o

(Snowden, 1970) In fact, the picture
f Black-Africa and of other parts of the

world were so much at vartance with the truth and with historical records,

that in 1793, a famous European (Fzen
was to write: :
SN . » ~

There, a ‘pedple now foreott

barbarians, the elements of

ch) of qreat'conspience.xVolney (1950) ,-

n, discovered, while Bfﬁersawereﬂyet‘l
the arts -and sciences. A race of men-

noyw rejected from society for their sable skin and frizzled hair,

founded on the studv of the

laws of nature, those civil and reli-

fious systems which still rovern the universe," (pp. :16=17) .

FS

, Y N > .
g The situation was the same with the rest of the world's people. _he orip-
inal documents of the early travels of Europeans indicate clearly that they

* renarded the people thev met with respect, frequently even with awe, Marco Polo

met civilizations intaét. The sreat Khan was not' "primitive,” nor were his -

people, Herodotus, Plinv, Pythagorus

» Aristotle, Plato, etc, met an Ecyptian .

-and Fthiopian civilization intact. Xespectively, Cortez and Captain Cook met

an Inca civilization and a South Sea Island culture intact, In all hut the

‘-latter, not only were there civilizations, but also high cultures complete. -

with libraries and outstanding systems of hipher education, In cases of the
South Sea cultures, althoueh "non=-literate" at the time, there were indigenous
systems of higher educa.ion which produced, among other things, navipators-

~(Lewis, 1972), (Goldson, 1972), (Kyseller and Bunton, 1969), These navigators’

had to become hiehly skilled in oceanarraph » astronomy, ornithology, and
" meteorology in order to ctravel. ﬁoreover. thev accumulated their technical
" knowledpe over thousands of years and, obviouslv, were able-to transmit and ‘to
improve upon that knowledre, Where are those books? Where.is the knowledge

50
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qconpendiun{pf these ''savage" an& "primitive" pepﬁle? How did the knowledge of
the hieroglyphic writines of these "primitivg" people get"lost"?

, The answers to these ‘nuestions are relaced ::f;ﬁe problem of cross=cultural
assessment todsy, If "hard daﬁa" has been {gnored; lost, or destroved in the
past, how can-the present he seen as different? To a preater extant than ever
hefore, an honest study of history will reveal that "underdeveloped" or "primi-

" 7+ - tive" man vas as much a creation out of the imapinations of ethnocentric obe

" . .servers as out of true experience, . ‘ .

. . What happened? How is it that, even in 1926, much behavioral research is

. conducted apparently in total iemoraznce of historical perspectives on cross-

‘letural beliefs about "antitude," ot of the history of "primitive" or "under-

~déveloped" people? How has so mugh schelarlv work been done comparine the non=
existent 'racés" of people? S - "
- re . N - . . o
* Dy the'end of the ceﬁ@ury, hardlv a scientist questioned the ’ o
i+ - necessity of doine 3o, The terms of reference then had been ’ '
accepted by .even such educated Nesroes as !, E, B, DyBois :° R

B ., ‘(speakinm of ghe,sectoté of mankind), —It wquld‘havq taken a :

N «  man of exceptional innocence to dsk "what vere they classifying?"

' 27 #Whbever wished to read cculd discover tiat readily enouvh, The

. books described and even pictured the racial traits of Laplanders:n

‘ <« _+ Magyars, and Japanese, Tutons and llotentots, -Anglo=Saxons and i

. . Slavs, In tables of impressive statistics carried to twd or more,

. s decimal places could be found exact measurement of these people's’

SN * " social, physical and cultural qualities, ‘All that was ciearly

hY

and definitely proved, <
) .. . ~The question that was not asked was nonetheless significant, f:»}
- .Nhat were they classifyinn? Color? Nationality? Religion? )
Lanpuage? Vhy in the United States, for example, should the -
. Vegro have heen one category and the Jews another and the <
s Germans still another? 1If color set one proup apart, w.y did ié} N
) not unite the rest, or,to put the same question in another form, i
e . " how did the classifier know that in the case of the Heero it was .
.. ’ color that was the distineuishing feature and in the case of th ..
L. Jew, relipion, and in the case of the German, language? A '
C . ©" ' (Handlin, 1957, p. 71)

A A

" ‘Europe, during its colonial period, needed to develop a justification for
conquest .and exploitation (Rodney, 1974), It was duting.these centuries, par= ¢
ticularly during the eichteenth century that the ideology of "race" and the
. myth of "race" was invented and the systert of ''racism’” emerged: (Biddis, 1970;
©  Stoddard, 1920), In spite of the fact that the concept of "race” has been

_ thorouphly demolished by competent scholarship (Mdatapu, 1964; Montagu, 1974),
there still stand, virtually unquesticned in the literature of most behavioral -
- "sclence,” "scholarly" studies of differences betreen and among "races," Even L
- 1in" 1976, a.noted\schola: Sich as Arthur Jensen conduct3<"scientific" studies .
of the differences\between "AYicks!" and "Whites," while having no scientific .
. definition of either™{Black'. 67 "thite," How then does such an eminent scholar
. ,1dentify his "races" or’colors and-establish his groups for comparison?

I .
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ore lcientificascholats of history were never fooled into thinking falsely ‘ .
“or believing in the myth., In sencral, these scholars were patient observers of
‘the pcople in whom they wete interested:
Whoever begins with the Mythod as a product of the 'savage' mind as
savages are known today is fataliy in error...A race 3o degraded or
underdeveloped as the Buzhmen have their hidden visdom, their nmgic,
with an esoteric interpretation of their dramatic dances and panto-
mime by which they more or less preserve and perpetuate the mythical ' ]
meanine of their relisious mysteries, What we do really find is thet
the inner-Africav and other aborigines still continue to ‘talk and
_ think their theuphts in the same fipures of speech that are made vis= -
ible by art. sucli as 18 yet extant amonp the Bushmen; that the
Eeyptians also preserved the primitive conscious together with a
clue to- the most ancient knowledpe, with its symbolic' methods of
communication and that the)Lconvetted the- 1ivinc types into.the later
lithoprams ahd hieroglyphics. (Masqsy, 1973, PR, 29-32)

l(assey s British countrymen did net always hear him, There are interest-

'..,...‘\ -——i{to-stories of "experiments" beine conducted in England ani in other paita. of -

. Europe to determine :f Black people had the "capability of learning” as other

" © -~ people did, European scholarship was literally emerging from the Dark Ages. .

There ;n-e many stories of the sdccess of tiiese "experinents":

-:'

N6t all Biack people in ¥neland in the eighteeuth century were

N .
., f
.

o

domestic servants, some youths became apprentices, By 1731, -there
were so manv of them that the Lord Mayor and Alderman of London
passed sn ordinance making it an offense to teach. ;slacks a-trade,,.

]

+ <> *
. There was also a bellef dutinv the years of slaverv that Blacks

were not capable of ahsorbine the education of the White man; that

they were his intellectual inferiors, Colonists were always quick .

to compare slaves to.apes, It was for'this reason. that a Jamaican,
Francis Williams, was chosen as 2 guinea pig in a most’ unusual ¢
experiment: to prove that a Rlack man has the same intellectual
facilities as a Vhite man,  The man who decided to try this -experi- -
ment was the Duke of “fonteu who lived in Jamdica in the very early

years of the eichteenth century, He chose Francis Williams because ~ s
he noticed that the boy had.a quick, .lively intelligence, - -8 K
Francis Williams was born in Kingston, Jamaica in 1702, the ‘youngest
of three sons of John and Dorothy Williams who were free Blacks, S
The Duke sent him to Encland where he began his studies in private

¢ chools, Afterwards, he enteéred Cambridge University. There.he

specialized in mathematics, literature, and Latin, finally"étadu—

ating with a bachelor's degree, Whén \/illiams left Cambridpe, he

went to London where he was accepted in the literary and fashion-

able Georgian_society, hecominn quite famous, too, for a ballad

which he composed called, 1lelcome, Velcome Debtor,’ It was so

much in vogue in Loadon that some minor composers, irritated at

seeing.a Black do so well, attempted without success, to claim ic

as their own.,. ‘

.
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: ‘ _The Fullah slave, Job Ber Solomon becwme one'of the Arabic trans—:

I lators of his time. In the early 173(''s, he worked in London in = :

close collaboration with Sir Hans Sloane, botanist and doctor.. One

. of his scholastic feats was to write three copies of the Koran from

o - memory. After he had finighed working on the first copy, he did -

R . .not need to refer to it while writing the other tvo,

P . _ (Scobie. 1972’:*1’9. 23,,27 and 32) T

" gedi1 another exmple follows: : : I T - )
N - « "'M‘V ’~d ‘

in 1772, at the age of 70, but he was not the only Black scholar . |
who, durine the years of African slavery, showed that slaves could - T
master not only Enelish and Latin, bat other difficult languages as .
v "~ well, There was Anthony ¥illiam Amo who was born on the coast of |
N L Guinea. He studied at the University of Whitenburg at Halle, S
5 Saxony, snd wrote and spoke fluent Greek, Latin, Hebrew, Dutch, : J
oS French, and German, He obtained his doctorate ‘degree for a: phil- R
o osophical work called, The Want of Feeling.< The second book by Amo PO
o was published in 1794, It was. also philosophical and dealt with the T
T sensations %:hich involved the mind end the orgaric.workines of the T
M \ bOdYO . ) ) -~ |

|
!'uncis Williams went on teaching in s Spanish town until his deet — s

P -
ann ©

Another slave ﬂcholar, Jacobus Elija Capitein, studied at the . -
JPI University of Leyden, earning a decree in philosophy in 1740.. . . -
. " He published two works: one a treatise on the calling of the )
.+ .- Gentiles, de Vocatione Ethinocorum; which ran into three editions;
v and the other a book of sermons in Dutch, Juan Latino, a Black, -
was a professor of poetry at the University of Granada in Spain,
. Tiis remarkable book on Dor Juan of Austria at the Battle of Y
), - - Le Panto, was published in Granada in 1573 and won his respect
as a scholar,. It is one of the ‘most prized rare books {n the .
world teday, (9cobie, 1972. P 31) ~ '

A

: - : The history and- treatment of African qlaves in America. and the et‘titude

toward them, parallels that which emerged in Britain. Tnerefope, predictably, o
3 "exnerimnts" were tried in the United.States: , v ‘ -
Tk The Nenroes stride toward literacy under the influence of spacial
education cert:ainlv vindicated his confidence in the pragram (public "
schools), N T

~

Less. than half the South's Neero population ten years of idge and

over could read and write. in 1890, Bug the literacy rate climbed /\

. -+« rapldly after that time and by 1930, slightly over four=fifths of |

: the Neerges were literats. On the average, the Southern Neproes . -
literacy increased 93.8”% over the fort:y year period, then compared
with the 327 experience. by the repion's total populetion during-
this time, the Neproes' “propréss was phenomenal, ° P

(Bullock, 4970, ﬁ'. 171, 172) .

e

The nerfonance of A‘ro-l\nericans in the United Stntzes, when riven the *

opportunity to learn, never bare out the ne-zntivp predictions of the recists : ""
I in aur history. ; T S Y
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Since the stutistics indicate an ahoat pheno-enal r:l.ae in the
literacy rate of Negroes from 1870 to 1890 "(it rose from 18.6% .
in 1870 to 30X in 1880 o 42,92 in 1890) and since these statis~ -

probably greater rate of increase Ik the North than im the former
slave states, Since, however, 90.3% of all Nagroes lived dn the-
South in 1890, the increase there must have been considerable,
How much of this was dus to public education and how much to

; private schools would be difficult, if not ‘impossible to ascer~
tain. This question is particularly pértinent when ome’ recalls
that many of .the teachers of the public schools were trained in

-=-:  private schools', (!-om. 1954, p. 68) ;

Sometines upid lutniug of Afrim olam took place by accidcnt. .
» - ‘f
L, A honu servant lutud tbtough noeuoity how to dhtingu:lnh uon;
- the different newspapers his master ordered him to select, and
- slaves who served as for.nhdtolm.u;ltokupahﬂy :
rocord. More morany. however,. Some slave children gained liter-
— ough the ‘play schools' that grew out of the social relations’
lt:lnu 64 with-their owner's children, Yhough starting in play,
thm schools-were often taken seriously by both 'teacher' and
"~ 'pupil.' -Such vas the caie on a Mississippi plantation whcn a
. Planter's son aspired to make scholars out of some of his father's
slaves, Five of these slavew learned to resd so well that they
bocm ni.uistou. (Bulloek. 1970. Pe 10).

\

Many &hiu mchou in th¢ United sutu at the tin lumr thc uyth to be false,

.Tradition had set no sharp unfavoubh image of the Nepo in their
mninds. Their faith in his educability was unaffected by his pre-
vious condition, With abundant zegl, they often wrote as did

'The progress of the scholars is in all cases. creditable and in
some cases, remarkable...How richly God has endowed them and how
beautifully their utu:u would have been upanded unéht-»a tender
and_gentle culture.’ (Bullock, 1970. Pe 24) _\,.:;:'

In spite of these and many other similar expcr:l.encu, the large majority of

White Americdans. either’forgot or- ‘gnoud vhat they knew or t had already :
: bun dmt:ratad. : ’ : )

- 4
K oY

.

: An cx.ination of history, theiefore, reveals that the myth. of thq
A 4”1nt0110ctun1 deficits" of Afro-Americi¥qs and other minorities is a mgtter of
. relatively recent belief in history, and ther is a conception which often
was not shared by those who had d:l.rect. empathic, open mfnded contact with
people of color, Consequently, it -is-apparent that these beliefs originated '
vith the needs of the colonial period with its territorial expansion and
ohmy No undoretandingc of our current problems in educational assessment
is-possible until it is understood that these problems are situated it a his-
" torical and cultural tradition. This tradition has included, among other
- relevant tlings, the systematic destruction of information about people which
'porntu the myths of genetic :.:'f’criority to'be fabricated, As recently as the

Sarah G, Stanley, a teather of the Americen Missionary Associatiop,

tics are for Negroes in the nation as a whole, they reflect a e

-
-
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o Soms of m most outstanding scholars have ‘been seunly .
wction of these myths, (Schragg amd Divoky, 1975), .:

; + (Thomas and -Sillen, 1972), Even today, zem- -

L cmammmwmmzmm1mm-.

[‘f & hl.y m 8 _heightened awarensss can repests of past mfmmrbo

" . svolded today, Accuracy and realism in assessment demands an historical per-’

L.\ A spective, aa iaterdisciplinary eeutqouty pctspoeun. and a nltiulmmy
. oo’ltutieatul mpoeun L \nu .
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e : i,(niuiul Failure and Success in m‘umgt of People of Color
‘ . . . § ‘_ . 4( ] L. , “\ .‘._ , L. . e‘ ) L]
’ The history of crose-cultural sssessment in the United States has been

o0e vhich has besn notable for an inordimate procession of colosssliblunders

. & matter of scholar eeing over the interpretation of dats, Particularly
incthe. area of cr tural assdssment, there frequently are mo real data to

7 interpret, ewen though pseudo-data may have that appesraice. It is importsnt . -
" _.to 11lustrate here .oome datail the kinds of groes errors vhich contimue to *

©  "charscterize “rsspectable" behavicral research and lay opinica in cross-celtural
..W,. R ad e oo LT . ER . :

.~ Interestingly encugh, one of the earliest errors in croés-cultural sesess-
Y+ WAt vas one in which White Eurdpesns, among othera, were nisassessed by
_Agrtem and -Afro~Europeans, ) oo —t .

x5

T
- - The-Moors, like the Greeks and Romans, had & very low opinion of the .
%] Vhites to thé North; Had they'not beatem them often on the battle -.
-~ fidld vith inferior nrubers?  Aristotle, Cicero, Casssr, Tacitus,
- .Constantine the Gredt, and Saint, Jerows hadn't thought much of them ..
" ‘and they hadn't probably advemced as much in the tea centuriss since,
Said of Andalusia (1029-1071) thought Noxdics no higher thaa the primi-
- . tive Blacks of‘the Africsn interior. He wrote,'They sre nearer animals
- then men,,.they are by nature unthinking and their manners crude. ;

' sharpaess ‘and delicacy.of spirit and in intellectual petspicacity,
they sre nil, Ignorance, lsck of’ reasoning pover, and boerishaess are
common smong them.' . . . LS g

f -

O .. . Of the Cestral African Blacks, he wrote "they have hot tempers and )
. — " excitable manners; their skin is black sud their hair wooly. - Turbu=
- Y . lemece, stupidity,:and ignorance are common smong. them,” )
* “h.\ ® - ’ “x AN

Modern white historicns agree vith this Moorish writer, Michaid and
his History of the Crusades, which describes the: Prussisns of the
‘ chirtm& century es being just a few grades above savagery. Draper
. says’ that the palaces of the then rulers of GCermany, France, snd .
'~ England were, in comparison with those of the Moorish rulers of Spatn,
“scarcely better than the stables"-of the Moors, Lancelot Hogbem /& -
says, "Moorish scholars of Salato, Cordova, and Seville were writing
. '+ treatises on spherical trigowcmetry whes the mathematisal syllabes = ¢
of the Nordic University of Oxford stopped abruptly at the fifth prop-
‘osition of the book of Euclid.".,.Proud white knights thought Negroes
such worthy foes that thay placed them in their-family crests and
velcomed those who became Christians as allics amd social equels; ‘
.. S e " _ (Rogers, 195z, p. 60-61)

Their bellys. protrude; their color ‘is white and.their hair is loag, In .

| “sud a fsir share of incompstence to beot, -What is before us is more tham just

k)‘ «




- >
iy k4 -

. . Even smong the ranks of scholars in ouE’ Nation, .few are awvare that many
S of color who are now_considered "deprived,” “uiderdeveloped,” "seneti~
L~ > - cally iaferior,” or "primitive,"” have, at utimu poinu in hiatory looked upon
il ‘ m ia the same. ay, - "

l.

““‘"—"‘-\_- . The final’ ‘undoing: of the Duky Moors was their nndorutiuuon of the
Mo - menace of the fair barbariams to the North of the Pyrenses. A
R ‘ . Hul.u historian in_the eleventh ceatury referred to these people as
’ _barbarians with b:l.g bouios. -pale skin, long and lank hair, and
' “declared: -'They lack kesnngss of understanding and chr:l.ty of intelli-
toL ~+'_ |, " gence, and are overcome by ignorance and foolishness, blindness, and
.. : stupidity,’ .Another Moorish.acho Said of Toledo, in the thirteenth

e . century, spoke of the same® gtoup of [pe 1e in the following words:

S ' They are cold of temperament- never reach maturity, they are of
<o, - great stature and of a white egs but they lick all sharpness of wit
-‘ e L el pmtution of htcuoet. L (J on. 1972, p..276)

. In hm thu. we have examples .which s clurly filo connection between
«+ ° s the swkened European's motivation for expaniion and: donination, and the subse-
- - quang assessment of subjects to be dominated as "inferiors."” Sometimes the myth
: " ndkers proeoulod with donmm care to ptodu’co "mforior:l.ty. }
What m the mtcnoctnd lcnl of thuo slaves? The phntu:c. hating
them, called them by every opptbbr:lm name, 'The Negroes' ‘says a..,
T memoir published in 1789, ‘are unjuct. cruel, bubarouc. half-human,
Y - traacherous, docd.tfnl, thieves, dmnlurdc. proud, -lazy, unclean,
S . shameless, .jealous to fury and cowards,'. It vas by sentiments-such-as
. these thati they strave to justify the abnormal cruelties they practiced,
and *it too grut pains that the Negro should remain the brute beast
tboy wanted him to be, "The safety of the wife demands tha: we keep
. . . the Negroes in the most profound 1gnotanco. I have reached the stage :
S of bcnoving firuly that one must treat the Negroes as one treats .
EERI - beasts,” Such is"the opinion of the governor of Martinique in a c
“letter addressed to the mninister .and such was the opinion of all colon~
A - 1sts except for the Jews. who aparod no enargy in making Israelitesof . .~
cF - _‘ their slaves; the majority of the colonists religiously kept all <
A | inlttocuou. rougiou or sthervwise, avay from the slaves, .
e : _ (Jml. 1963, p. 1) -

W o e - -

cor ; A clou rcvhw of history (Butgun. 1969). (Bunock. 1970) ghows elurly gross >
: instances of myth making tied to the self interest of-EKure—Americans as a long
° m pottotn. ‘The. probh- vas pmuivd and :lnelwlod all pooph of color,

. .- .~ Along with hon:l.uty cane cout-pt and prejud ce an ox-pnf:lod by . _
© N, .- | nuserous viciously racist statehents included-iu-works sbout California -
. - ™~ -7 written during the period.aftér 1849, Evea the more balanced writer

“* _such as H, H, Bancroft could write in thé 1880's that, ‘We do not kanow

. @

-

o : _ - why the Digger.Indians of“unfornia were 8o chbbu.y “treatsd by nature;
eI - why, with such fair smoﬁsétagu they nro%b much lower in the .
. scale f htcn:lgcnce tluu ‘their mo:lghbon,' "(!orbu. 1968, p. 59) ! .

ST TR
i Y Recent ctudiu ‘in, But Aft:l.u han mmud cou dramatic :I.nfor-ﬂt:lon .
aboue the apt:l.tudc of Black Aft:l.an childtcn and doe\-cnt t:ho pou moto of
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assessors who see color and intelligence as related. However, very little
- atteation is paid to these studies.which run completely counter to the
“scientific” hypotheass wgd conclusdons of such scholars as &x thur Jongcu and

Richard Hernstein. T ) S

&

. Extensive work on the physiological development of young children Tet
has been done by Marcelle Jerber in East Africa, mainly among the. _ ° T
Baganda, while studying the effect of Kwashiorkor >n iafants, Teloee
. Gerber also collécted data on a normal’growth pattern of Afripam . ~° _iwii;
children, During-this timé she became aware of the fact that.  .*.
African infants were better developed physically than their European °
counterparts. Her description of the Africam,child is paraphrased: . P
* 7 7 'On the first day the African child-is able to hold his head while e
in a sitting position and is able to focus his gaze. At four montlis -
L ~ he sits without support and dan lean forward and regain-his balance. 4
e et ~ He stands upright on his own at ‘eight months and is able to walk at - S
A .ton months. At eleven months the child.can pick up a small cbject o
using his thuab and index finger. At fourteen wonths he can rua,' P

Gerber found- that the African child not only exhibits rapid physical
development but is also able to communicate with others at a younger
age. ‘He.gseems to have greater ability to adapt himself to the objects
» sround him and use them quicker, At the age of six months the :African : _
. child is two or three months ahead of his European counterpart.-: .
. - Other dramatic examples vhich do not follow the predictions for people of
- ‘color and which are based upon assessments of intelligence, vhich are derived
. from existing standardized IQ tests and biased behaviongl science, are very

interesting. - They deserve our closer scrutiny, ' . ) Lt

g Lorenzo Turner (1969), for example, followed a number of "expert linmiists” >,
dn the study of the Gullah ar Geechee dialect which is spoken by Afro-Americans
- . and their descendants along the Atlantic coast from Georgetown, Sdiith Carolina, . -
"~ to the northern boundary of Florida, on both mainland and ‘sea islands, The main 8
thrust of scholarly opiniom,. up to the time of Turner's' study, 'was that thé . i
Gullah dialect was simply the African's best effort to copy the "baby~-talk" that £
- ‘'was used by White people during the early period of slavery to communicage with., .. ° 2z
slaves, To illustrate this view, Turner quoted Professor George Krapp ro,f. ’ !

A

Columbia University: Howm

- - 4, ’
Very little of the dialect, however, ‘perhaps none of it, is derived
-+ from sources other than English, In vocabulary, in syntax and pronun-
~ - cilation, practically all of the forms of Gullah can be explained on . -
_ the basis of English and probably only a little deeper delving would g
. " be necessary to account for those characteristics that still seem
*~ strange and mysterious,..Ceneralizations are alwdys dangerous,..but
it is reasonably safe to say that not a single-detsail-of Negro pro-

S ' * nunciation or Negro syntax can be proved to have any other than an S

P . English ogigin. (Tugner, 1969, p.. 6)- .

[ . - Turder also quoted A. F. Ganzales, editox; of many volumes of Gullah folktales, .

l a8 follows: - N . ) o . 4
- < iy 2 8 ) . &3 e w4y
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T Slovenly and careless of speech, these Gullahs seized wpon tho‘

LI

pessant English used.by some-of the early settlers l\ud by white . T

" servants of the ‘ealthier colonists, wrapped their. gues about ¢
it as well as tiey could, and, enriched with certain\expressive .
African words, it issued through their flat-noses and thick lips. - b
as so workable a form of speech, that it was gradually adopted by LT

. the other slaves and became, in time, the accepted Nc‘ro speech of

" the lower di:tricrs of South Caroliu and Gcorgia.,

" eeeThe’ words. are; of course, not. African, for the African brought )
. over or retained only a few words of h:ls jungle tongue and even
o - -these few are by no méans authenticated-as parr of zhe or:lg:l.nal
i scant baggage of the Negro slavai, T
3= 2
* vooWhat beéame of thil jungle speech, vhy so few words should have
survivcd, is a mystery. For, even after freedom, a few
WY Africans of the later importation were still iiving on the Carolina -
o Cout and .the old family servants often spoke, during and after the-
- . War, df native Africans they had known, For & while they reputed
. ' , many tales thiat came by word of mouth from the Dark Continent,:.. N
rhey seemed to have picked from the mouths of their Afric brothers
.not & single jnngle word for the enr:lchaent of their own speech, :
-, . (Tutner. 1962, pp. 7-8) . .. - °

R

None of Turner' s predeceuora ("expert lingu:l.sra") seened to und rsund the.
simple. necen:lty of becoming acquainted with the African language spoken by rhe
Africans brought to South Carolina and Georgia, mor-with—the-
in parts of the New World other than the United States, Yet they felt|quite cow=
pétent to write scholat]y papers about the Gullah, There aré perfect arallels.
virh crou-cnlmnl assessors (plychonetrisrs) roday.

Anothet reason thar 'l\nrner's predecessora were not able to get tru :lnform-,

tiod aboit Gullah is that, - o . .

when ralk:l.ng to srrangers. the Gulhh Negro is likely to use ‘peech
that is essentially English in vocabulary...My first recordin;l of

. the speech of the Gullahs contain fewer African words by far than T
those I made when 1 was no longer- a stranger to them, .
< . . “ (anner. 1969, Pe ](2) )
A striking le of the mperfic:lal“interactionc of previous "scholars" with
the Gullsh Negfoes is that although some of the early investigators believed
tha't, "they Jhew the Gullah intimately,” not.one observed any African p rsoul
. names among/the Gullah' Yer Turner found that: - ‘ . - . .
N <

These names are so nunerom. both on the sea islands and on the main-

land nearby, that it is difficult for one to conceive of an investi-

. gator not observing them, It is true that in almost all of heir o
dealings with Yhite people the Gullahs used their English name, if - .

they had any, Manv, however, had not been given an English name, At 1

" school the children are not allowed to use their African name because . -

N the teacher, who 1s usually not a native islander, supposed that they
- © are non‘u_n;e words and refuses to record them, If the child has no |

- -

— P = S
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_ English rame, the teacher will give him one...If, therefore, a field
. worker does not come in contact'with these people in their homes, but
- merely consults the class rolls of teachers or other records, he will
+- “.+,. assume that they have only English names. (p. 12) -~ » -7 ;
-~ Approximately-150-pages of Gullah personal names ‘are listed in Turner's work! - . ¢
.. Tormer's striking success in getting at the truth omly undarscores the traditional — ——
. . ‘aod continuing misassessment which oceurs in cross-cultursal settings, Arrogance -
., .~ .boit-ome's own axpertisé in these settings and-ignorance of the experience base
of people vho ars assessed is the basis for gross error. i R

~

o L 1 T

. Another cxa-ple~ of—’iné'orrect' assesiment ba;éd upon a biased vicwi:oint; vas

. the early investigators of the Dogon of Mali,.who characterized them as the most - “

. .~ backwird race in the region and "one of the best examples of primitive savagery"
= (Grisule, 1965, p. 1){ The investigatozrs spparently were unconsciously imbued &
- < with & belief:in their qvn superiority hat:;{;lnhibitgd their :capacity to conduct T
| . " compstent assessments. ‘Criaule, howeveii was.able ¥o overcome this ethnocentric ' j‘
o g the yillage elders, and to obtain hard dats 'based N

N w8 § V. < . e v - :

L c'upon listening, befors he-twached an’ opinion, The hlders authorised Ogotesmli, ' .

" " .a wise old man, u former.hunter who had been blinded 4n an accident, to insiruct .
o - Grisule in the Dogon belief systém. Grisule was amazed when: ' ) B

1

~F
- - W
-

" In'a series of ynforgettabis

Y

dnversations on thiri:y-thrce successive . &
- . - days, he laid bare the frameworl gvorld system, the knowledge of R
L7 .- - which will revolutionize all accepted s about mentality of
.. .,  Aricans and of primitive people in generali- (Griaule,.1965, P, 2)
"% -,In the preface:to his book, the results of Grisule's pat
=7 “iare described as follows: ot

.M

ob_urvati&ns

R

1

The Africans: with whom we have worked in the recion of ‘the -
.- ..- Upper Niger, have sysrems of signs which run into thousands, their
) - -own systems of astronomy and cylindrical -measurements, methods of 2
-] .calculation and an extensive anatomical and physiological knowledge, N
’ as vell as a systematic pharmicopoeia.’ The principles underlying their t
.social organization find expression in classifications which-embrace
many manifestations of ‘nature, and these foxm a system in which, to

.
~.
3

e
J

i

PR . take examples, plants, insects, textiles, games gnd rites aré dis- . o
- ' tributed categories that can be further divided, numerically expressed, >
and related to one another, It is on these same principles ‘that the SN

B political and religious suthority of the chiefs, the family ‘system )

and“judicial rights reflected notable in kinship and marriages, have
. , . been established, Indeed, all ‘the activities of the daily lives of
- . R . individuals are ultimately based upon them, (Griaule, 1965, p, XV)
-+ The following are examples of the same thing .here in the United States. How
easy it'seems to be to .forget what was once known, - . :
Cherokee education, past and present is one of the most remarkable
examples of adaptation and accomplishment by: any Indian tribe in the
United States. Their record provides evidence of the kind of results
o8 vhich ensue when Indians truly have the power of self-determination: - ¢
. A constitution which provided for court representation; jury trial, and
a right to vote,for all those over 18; a system of taxation which

30
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. supportod such services as education and road construction; an educa-
o tional systeam which produced a Cherokee pcpulation ninety percent liter-
. ate in its native language and used bilingual materi~ls to such an extent
- . that Oklshoma: Cherokees had a higher literacy rate than the White popula-
] -~ tion of either Texas or Arkansas; a system of higher education which wu,‘_ .
: together -with the Choctaw nation and had more than 200 schools and T
T ———acadenies,and sent numerous graduates to Eastern colleges; the publica- .
————tion of a widely-read bilingual newspaper--that was in ‘the 1800's before. --.
i °. the l'odoral Government took “control of.’thrcnerokou——&ﬁfoi -

- The record of Chetokuo today is proof of the tragic ruulu of lixty
yehrs of White control over their affairs: Ninety percent of the . !
‘ ) Cherokee families of Adair County, Oklahoma are on welfare; ninety o
- percent of the Choctaw Indian population in-McCurtain County, Oklahoma
L live below the poverty line; forty percent of adult Cherokees are func- '~
N ) tionally- illiterate; and the Cherokes: dropout rate in public schools io
'; : " as high as uvonty-f:l.ve percent,- (Uuitod st&tu Senote, 1968) .
I s
Recent discovéries (Ainsworth, 1973), (Bayley, 1965), (Cole, 1976). (xlionfold, L
1973), (Labov, 1970), (I.evi-Strauu. 1966), (Semna, 1973), (Whorf, 1956) regarding
the complexities of thinking and ‘culture among peoples previously thought to be
backward have revealed that the backwardness most often has rested with ‘the inves~ ,
tigators who delcribod then _as-backwerd rather than with the subjects of the inves- -
tigation, That competent crou-cul,tural studies are complex and difficult_has beon -
documented by many anthropologists, This cultural encapsulation and bias of R
. scholars is a major impediment to the: recogn;ltion of truth., A ouperf.lcial approach?
to crou-cult:ural research. is a sure guarantee that the truth w111 not be diocovorod.

‘ Berokovitz (1966).111ustrated the orror of unoophioticatod and superficial
assessment in relation to Afro-Americans in America. Thirty years uruer, vhen
‘he vas first attractod to studying them, he found that. . &
- seeSuch hypotheses as had beon developed “concerning t:ho nature and
N functioning of New World Negro societies were based on assumptions
! ' that denied any significant role to one of the historically involved
components, the Afr:l.con...‘mue biases, however, wiien made explicit,
turned out to bo no more than a series of myths, albeit myths which
made up a system vhich functioned significantly to validate a sub-
stantial segnent of thought concerned with the nature of racial and
cultural differencés,...It is not necessary here to repeﬁ‘t che proofo .
that destroy the arguments of those who, scholsrs of repute, not only
.accepted them bq: also gave these myths the supp of seemingty"
C tenable documentation from snalyses that were com ‘termi-
. ‘ "nology of science. As with any system of this kind, the arguunes
* collapsed when put to the test of fact...(p. 125) -

BN

. Intouigont scholars should recognize immediately the gaping lim:l.tationa of ' ",\
all culturally constructed perspectives and toola particularly 1Q tests, and A
culturally unoophioticated observers, - o
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., -The real pity in‘our thinking about "aptitude” is that we seem.contin-

- . uously te ignore successful learning under optimum instructional conditions

as a source for validation of predictions. For example, our educational e
.-  peychilogists have shown almost no' interest in one of the most dramatic démon—

¥ .7 strations of minority ability:to date’, Project SEED has been carried out with
- +.phenomenal success in the United:States and in foreign cémlxt::l._u since 1970,

) ;‘ Ev’.tyvhuo. the story is the same abou:c Project SEED, '-PiA'fth and sixth
grade students, within a very short period of time, excitedly perform-couplex

“*if@mwchopctationl such .as the mltiplication of large numbers in their .
‘i,;,::‘;i‘,- ~heads, working logarithms and doinp exponentiation, Most often, these students . .

_>are from. poverty areas, They make up the population that lias been describéd as :
... "unable to learn," l!any are seen as "educationally handicapped” and, it has been T,
LS suggested, incapable of "level two reasoning." But,(cognitive level) like the @ = »°
. bumblebee who, contrary to-the 1sws of aerodynamics, is able to fly, these child- .
.., rem, fortunately, sre unavare that they camnot "fly," and they have a multisthnic
..~ group of teachers who ‘aye‘also unaware that they cannot "fly." ~These teachers.do
| . ot "cop-out” by claiming "nutritional deficits,” "cultural difference,” "ewlture
- .° of poverty," “"single-parent families," "low aptitude,” "bilingualism,”" of “emotional
. 1&0:!&.&'9!" as professional excuses, _They consistently produce these extr'qoi'dimry_
-+ - results, . . . ] .

-

“

, In -an evaluation by the Northwest Regional Laborafory.al’roject SEED was shown
s -, to be superior to the regular program in produciug arithmetic gains; but the .
"+ remarkable part of this evaluation is that the arithiietic gains were simply a by~ o
- product of the SEED progr'an’wh:l,ch ‘concentrates on advanced mathematics, On ' o
Y May 9, 1968, Dr., George E. Backus, Professor ‘of Geophysics at the University of ’
*, . California, San Diego, wrote to the San Diego Board -of Education as follows: -

—_ © On May 8"at the University of California, San Diego, I attended - s
: Mr, W, F.~Johntz' demonstration of the techniques he used to teach
algebra to second and fifth grade students in his program of Special

Elementary Education for the Disadvantaged 'SEED', He simply taught

SIS 4 fifth grade class:from Logan Elementary School for fifty ’_?l‘inu“tes.

- To say.that I was inipressed with the tesults is an understatement,
Children with ‘obvious language problens responded -correctly and
enthusiastically and asked very shrewd, insightful questions. Today

.1 visited the Logaii~Elementary School and saw a second class, fourth

% grade, do equally well with equal enthusiasm in their rz ular classroom,

where he says his mathematics program has led children to greatly | A
~ improve their performance. in otheri‘pubjects. My only information about '

these "side effects" comes from Mr, Johntz, but my direct observation

indicated clearly that the children do -grasp concepts which sgsu ,o,{ my

undergraduate mathematics students at M,I,T, were vague about and that

the ghildren show a genuine .Intellectusl curiosity which I would be
. glad to see more widespread among our graduate students at the i
. . -, University of California at San Diego, ' :

o «+sMr,’ Johntz has undoubtedly desctibed to you his success in lierkeCey

w B

™

2

It would seem that when children learn so dramatically, and when-this is not
predicted by the results of standardized assessment processes or tests for intelli-
. gence, that the faulty processes, faulty tests, and the faulty assessors themselves
< . would become the object of severest scrutiny, But, interestingly enough, the
"~ - general reception of Project SEED by our profession has been to ignore it! L e
Q i - : - | W




~ that Is hecessary to demonstrate this fact is to review the origic of the demand !ot

. ) . . » 7
'_.“ . - : “ " N . ™ )
T It is not alvays clear to users, dee:ltion makers, and the public in general, -
that in the history of aasessment we find that standardized tests have been employed
more often for political and economic reasons than for psychological reasons. All

r

mehologiul and edicational assessment. For m-plox . _ - ‘ o
,‘ " Alfred Binet, an experiunul psychologist, vas also an activist aga:l.ut h
r the unexamined pedagogy of his time, In 1899 he joined with teachers and-
"™ < others in forming a free socioty for the psychological study of childrem,"
Binet's group studied educational problems arising from the compulso

£ . into tho schoola by compulsory attendance laws, (Levine, p, 230) .

- America, The grade system vas dwclqpeé in response to the problm of educatirny ":'

" formally efidorsed by the National Educational Association's Department of School

schiool attendance law of 1881- which kept-all-
ing those unable to respond to the-standard curriculum and those from . .
lower class backgrounds. . He advocated special classes for those unable -
to profit from the xegular curriculum, :s E 1904 was cosmissioned with.
Theodore: Simon to select childfen who would’ prove educable under special ‘
conditions, The large number of children who failed and who were over °

age for their grade provided one natural criterion médsure for tlie dcvel-
opment of the age scale in the Binot-Siuow test, v

The Binet tests were originally validated by showing that their scoru o
differentiated children who did well in school from those who did poorly.
Many of the latter.were working and lower class children who were _f_g_r_g_o_g

- [ Italics Hi.no]

In a very real sense one can follow the history of social issues in Anerican cduca- .
tion by following the history of standardized testing. For example, Levine points
out further that the grade level organization of school did not always exist in

a growing population., In this climate standardized tests were welcomed, School -
superintendent William Harric is credited with developing the modern grading system
which is organigzed by years and quarter years of work, with pupils moving through
on the basis of regular examinations, According to Levine. Harris' system was

Superintendents at its annual meeting in 1874, At about that time compulsory school
attendance lavs were passed in many states (Levine, 1976, p. 231), According to )
Levine, at the turn of the century between 20 and 50 percent of the public school
children were two or more years bghind grade placement. Students had to move )
through the system-in groups at the same time, A promotion system which required .
an examination procedure mrgod. The age-grade syuteu had other effects as well, -

Cahoon pruents evic(ence that up to the urly 1800's the educat:l.oml .
literaturée emphasized the prolu.en of poor teaching, It was only after - .°
the emergence of the age-grade system that the concept of a learning
disability appesred, Teachers could think of childrea ptogreuing at_
individual paces before the emergence of formal .agé norms, After an
external step standard was established, children who did not meet it
were vieved as having & learning disability., Moreover, if the teacher
wvas evaluated by the number of children who met the standard, slow .
,learners becime threats to the teacher and needed to'be removed from
“the normal setting, Special classes adapted to solve these problems
soon lod to stigmatization of children,
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Practice of retention in grade was a consequence of the age grading
system, but resesrch dating to 1911 showed that with its implications

- of personal failure and d¢sgrace, it was not helpful and was probably
“harmful, (Levine, 1976, p, 231) . : e

LR

. - ~ =5
Levins -documents the continuing interest of policy makers in examinations, He - )
indicated that in a quarter of a'century before 1900 and for twenty years after =

. 1900,  schools and many communities were at the center of class and political con= =
- flidts, The native-born Protestant, both middle and upper class, failed in their

o attempts to eliminate corruption and to take politics out of th» school, Their .

:» - oOpponents were the big city bosses vhere constituencies were, according.to Levine,
-t "1rdsh- and-Italian Catholic,-and Eastern European Jewish lower-class-immigrants, s
: vho had flooded the cities." The chief issue at stake was the control of the we—

, increasingly larger budgets for salaries and buildings, ‘and the appointments of
>~ - . teachers, principals, and adninistrators, : :

™,

f’

9
.

- M

‘ During this time, tests of "intelligence" or "IQ" and "achievement" were also

°  Thbeing'utilized throughout the world, in examination of the evolution of .those’
 peactices is instructive.. For example: o —_

Interest in testing in Englaiid arose in a similar-climate of political

conflict, At the'time that formal tests were adopted (about 1924),

there was a substantial problem in adwission to seconda schools,

because there were insufficient places or scholarships, Despite the -

labor party policy of secondary education for ‘all, the under supply

of places in school led to selection rather than to immediate expan- : )

‘l‘l.\er -interest in testing grew in England, therefore, at the time when there was a

serious political p:oblem in the provision of education for all, In the history

of education, the widespread development of highly.specialized "remedial” school

prograns, ran remarkably parallel to the development of population pressures on

the school-and to efforts at school integration, For example, it would be impor=-

> tant to explore the relationship between the growth of .special education and .

‘ standardized testing as school practice and the implementation of the-1954 k
Supreme Court decision outlawing school segregation, A similar question might be

. . asked regarding hp’y likely conncetion between ,it:‘epped up activity in school-intew——

"¢ . gration through busing and the emergence of the notion-of "learning disabilities."

" . (Schragg and Divoky, 1975) It is ceftainly clear from visits.to schools in most

large urban areas that minori| populations have been represented disproportion-

| ately to their numbers in Lthe general population in "lower tracks" and-in special

l clasées for'the "learning Jieabled” or "mentally retarded.". The real clincher in

- the argument about the,test as a non-pedagogical device comes when we look at the

i fac} that professional literature is silent concerning the lack of positive gains

[

|

|

that accrue from the application of massive standardized: testing to "learning dis-
N abled” populations, There is no evidence to indicate that stixdents get better as
& consequence of "diagnoses and prescriptions” from the vast najority of standard-
ized testing which is conducted. It is critical that if assessment in education
is used, the first priority must be the improvement of instructiom, and not,the
»; ., rationalization of the lack of instruction, - o

- It can never be overlooked "that the s.tandatdized testing of "aptitvde" was
born in .the womb of a perdod where the oppression of minorities was legitimated.
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sional practice of education, psychology and the other behavioral l;:‘lanu as well, -
.(Thomas and Sillen, 1972) Leon Kamnin, Chairman of the Department of Psychology at .
‘Princeton University has written:. . . ) , " \\

: A AN

|
The IQ test in America, and the way we think about it, haj been \ }
fostered by men committed to a particular social view, Tiat view \ o
includes the belief that those on the bottom are genetically inferior

- victims of their own imsutsble defects. The consequence has been - - -
that the IQ test has served as an instrument of oppression against
the poor--dressed in the trappings of science, Tather thai politics,

. s,

of
L e : . (Kamin, 4-‘.976_)

.In ap:ltcfg_f this beginning, -the assessment "baby" must not be ,t:;hrown'out with

" ~-the bath, It is very important that the process of assessment be developed so that <

we have the fullest“possible understanding of. student behavior and how the inter~
-action of school experience and student behavior affect each other. This means

that assessment must be nore than testing, It does not mean that standardized ..
tests must be eliminated, But, it does mean that standardized tests must be built

"so that real differences are not obliterated and roal similarities axe npt .
overlooked, The, standardized test owes its greatest debt to the real world; not oL
to the maintenance of or conformity to the rules of standardizad tests or to »
support for the preferences of the designers of experiments, . : B

. ‘
b -

¥4
4
a‘




i
1
L}

s B A

Y ) ) - ~

R CHAPTER-TII- —— : -

l'mdmt‘al Considerations fdr Cross Cultural Assessment ) °
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IR ﬁ_:‘i':ﬁmu attention to cross-cultural assessment attempts will reveal “»
.. exactly how complex and difficult this process is, Ip addition to many histor-
- ical blunders as cited above, the results for a given cultural group change as * - -+ -
' their environmentsl conditions change, For example, Ryan (1971) points out ‘that
there ‘axe ‘cases in vhich the performance of children fails to follow the theoret-
icdl curve. He cites a study vhich was dene in Harlem and Roxbury, New York. In
... .the second, third, snd fourth grades, there were no significant differences found \
- between: the so called "culturally deprived” children and others, A study in ' =
: Boston #howed that the so0,called "culturally-deprived” childrem in'the second :
.~ §5ade actuslly read slightly better than the "middle class" children, although the
differences wers not statistically significant. Later in Bostén, however, in the P
. fifth and sixth grades, the expectations began to come true and the “culturally-
- deprived” childrem began to fall behind and by the eighth srade.the differences
) wer'e large and clear cut, By then as Ryan says, "The performance of the children
~ - has finally been sade to fit the theory,” Then Ryan points out the paradox in the .
> - vhole situation, - In the early grades when, presumsbly, the «Zfect of the home e
. background and the "cultural deprivation” or "advantage" are graatest, little or )
-« --00 differences in realing performance between children in two different kinds of
' - chools appear, However, four of five years later when the -influence of the school -
.. .has had & chance to take effect the "eulgauny-dogrived" child shows his expected
- reading deficity., Under such circumstances, is it the home or the school that
K causes che problex? . C o

. 5 . ' v
It is very interesting that European and American scholars have experienced . L.
80 much interest in recent world history in the "indate ability" of both "primi-
N tive” psople and so called "disadvantaged people,” Intense interest has been dis~ .
~" " * played aspecially in areas where colonization has been in effect, For example, . -

-~ in the early 1900's (Evans, 1970), work was done in South Africa in an attempt to- -

cdetermine the educational "potential" of Africans. In 1915 and 1916 C, T, Loram -
.. gAve a series of mental tests to Africans, Asians, and Europeans in South Africa. °
—- B8 found that the African was "remarkably inferior" to both the Asian and the ~ - v
European,” While the Africans scored lower than the Asians, he ruled out language A
o 88 having‘any significant effects, in view of the fact that.English vas- the second .
- language for both the Asian and African, Loram felt that the "inferiority" could.
~* , be repaired by the utilization of “selective breeding,” By this means the educa-
~ tional potential of the African could be taised. South Africa is a colonial -
~ country that has a stake in the maintenaice of White minority rule, Such rule has
% .- been justified there, in part, on the basis of an -alleged "inferiority" of the
African, ° .

Even while there have been major and continuing abuses in the area of cross-
cultural assessment, many investigators have paid\attention to the confusing -
results which ire obtained when attempting to apply\ instruments for the assessment

.~ of aptitude which were designed in one culture,to pagple from another culture, : >

> . For example, Bernard Notcutt (Evans, 1970) noted that when he administered the

. Raven's Progressive-Matrices Test to Zulus, the statistical distributions for

» -




o positively skewed while for the European, it was negativiély skewed; thus it
" —"—was-not-possible statistically,using normal assumptions,to compare the scores :
obtained across groups. Also in (Evans, 1970) G, C. Scott in -the Sudan 1s
;> found that the translations were invalid and unreliable, whereupon he devised
- his own test which he based upon two principles. Pirst, the jtews used should

. . be wholly suited to the child's eavironment, and sec he preseptation of-

. i vhat he is asked to do, Other investigators such as D. R, Dent °( » LS 7
e “found that the. cultural characteristics of the Zulu had to be taken into considera=-

tion as tests are devised.  For example, Zulus were .found not to be time conscious

on the-basis of how long the subject took to complete it., Also, the Zulus sqem to .
. answer questions only.vhen they sre sure they know the answers rather than be will-
< © ing to make a guess. - . he _ _ '
. Some interesting concrete examples of how test questions take on meaning,
uhique and specific to a given culture are cited in (Evans, 1970), ‘In a study of.
the effective language on color pei."ception Verona Harris noted that the word "red"
in' the Zulu language is used to denote all colors, dark brown through yellow, -
- Then. she asked the question, "does this indicate that Zulus are deficient in color .
- discrinination?™ To test her hypothesis_she used rural and urban Zulus and matched
A them with Whites, She shoved both groupscolor cards and ‘asked them to identify
" . the colors, Although the Zulus initially called all cards "red," when questioned
further they were able to discriminate the colors by associating the color with )
something in the environment that they knew, f&r example, "This is the color of my
father's hut, or this is the color of my uncle's largest cow,” It is important to :°
\ .. note that the Zulus could make these distinctions although theye were no words
present in the Zulu's ldnguage for those colors, In fact, "Zilu children showed
a finer discrimination ability from brown to yellow 'and black to white than the
groups of vhite children. The blue-green series was discriminated equally well by
both groups." Based upon these findings, Harris cqfcluded that the classification
of color is made according to cultural demand and that these classifications are
accurate as long as they relate to cultural needs. * © :

-~

e to be done according to Marie Knapan (Evans, 1970), No
.. Ppsychologist has yet investigated the claim which her African colleagues and stu~
dents often make regarding“the perception of markings on domestic animels, birds,
, ‘leaves, plants and so forth ?u: occur in very fine detail at a very early age,
£ - Knapan also mentions a dance;which she infers requires the highest level of cogni-
o tive skill, The principal guthor has alsc played (poorly).:. d witnessed this dance
%“. ~ many times, Knapan descries it as follows: Northern figerian girls and girls in ~
\. Ghans vho play the game ih which the dance steps of the leader at the center of a °
ring of girls are studjad by those on the outside in an attempt to match them, It
? . becomes clear that if/the leader has only ten variations, she has factorial tean
© = permutations of steps in which. the player on the outside ring must perceive, |
learn and then ptﬁict. To the Western eye, unaided by a high speed camera, this
©»  task is all but ssible, Yet the game is played by African girls of all ages.
Knapan also pbjfits out that assessment.of the whole Zrea of affect may very well
be slighted by attempting to use a language of ome culture in order to make

domain of Ycognitive"” behavior. One can only speculate about whac hippens vhen

Zulus and Puropeans were quite different. The distribution for the Zulu vas,

‘w - reported to have attemptéd to test Africads with a foreign verbal test, and = - o .

z

<

assessments another, Therefore, gomparison will be limited to a restricted .

-and did not work for speed, yet the results of many: tests are partially int_crprctod o

-

i
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nphisticatod fuctorul or acal:lng; tochniquu are appuod to domains that are N
rutrggtod‘for one populatiousbut vhich may be global for another. - e

LRl _
s -

Scholars who do crou-cultuul assessment frcqucntly appear to skip hur~

r_\' tﬁdly past the fundamental question. of whether a given construct cam be thought *
g-universal applicatility. For sxample, western pcyehologicd constructs

’!ot iatelligence mey have no meaningful definition in another sogiety, especially *

N . ai.aeo these' constructs wost often are products of the western mind and not of
[\ obssrved behavior, Occasionslly inwsstigators seem not to deal with the people
\.  Tavolved at all, and deal primarily with constructs and second .and information
o2 - about pooplo. Idm (1975) takes Sigmund Freud to task for his cross=cultur -
. ,assesshient, or rather cross-cultural speculations’ in ‘T_;_tﬂ_m_m. Idowu
- poists out that Freud’ drev the most heavily upon the "fantastic yamms" of
*1 Frazer’s Golden Bough and on Robertcon's myth, mq% gf .Q Semites which were
prineipu smong his source books, Idows then as t or who- been
. Wehomlyud—-a theory, no doubt, since Freud aud "orim{tive”. men had never mat,
T o -and w0 prmun" man hul ever entered his clinic.” (pp. 38-39)
One of the -jor problm in crou-culmul asseasment :l’n gqonl, partice
ulsrly in the croes-cultural assessment of "intelligence,” 18 a fact reported in
study’ ‘after study in the literature, and that is the vuristion ‘among subjects in
motivation, interest, or willingness to participate freely in research studies, ~
) " Tor mk. 1970) reports that one of the greatest difficulties. when
2" intervieving Afrim‘s\u\ﬁ“‘inabiuty" of many of them to report their own: .
impressions, -feelings even actions, They may be willing o provide informe- )
. tion but siwply be unable to express themselves through lack of practice in situs-
tions which ‘tesenble utcrv:l.au. It may even be:that feelings aiid impressions are
thought to be reportable verbally in any precise sense only in a Western, word-
dependent cultute, ‘In, f:ct, it is anything but clear that "word-therapy” in
Western culture is as productive in giving insight about feelings as might appear
to be the case, Bastide (1971) reports that the Maroons of Jsmaica are more secre-. ]
tive.and retiring with a tendency to conceal their socisl customs from the curiosity .
' of ethnographers, They are descended from the Africans who revolted at the time of
ho island occupation by the English in 1739, "They marry only themselves...and
refuse to receive vinitors.unless the latter are accompanied: by their own people,”

c:lurly. the willing participation of 111 subjects cannot be assumed in any inves- i
uution of human beharior, e, S

.
- v

< -

T John' Bplt (1969) points out that even under the but of circumstunces, with
) close congruence between the culture of’the assessor and the perscn being assessed,
there is still a major co-lunicatibn problem botvun the uunor and the person T
being assessed, i : ) i
y ' w . C o -
Thus, even if we all, 1nc1uding little children, knew our own thoughts
the testing situation would-have two grave defects irremediably built y
iato 1t, The first stems from the limitation of language, The tester
can never, even if he wants to, “and he may not always want to, fully - -
express in the words of his question. wvhat it is he vants to find out;
. - * while the answerer cannot wholly express his answers, or what he wants
to reply. The second defect a:iau from the fact that in almost any-
questioning situation, there is an ‘slement of judgment and hence, of
. threat, which must influence the thoughts and words of the two parties.
“The questioner. depending upon vh(t he wants, cannot help to some
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© - take into account the condition John Holt describes above.. . .

degree pushing the respondér either: to:’nrdq or avay from the correct
answver, The responier in turn cannot.help wohder what. the tester wents"
and again, depending on the situation, deciding vhether or not to give
it to.hia, There is no escape from this, if someone asks me a _question,
one of the first'thoughts of this that must pop into my hepd 1is, Wy | -
. 18 hé asking se this?' .What I dolfrom’ then on may depend yery heavily . .

&

" upon' what I thisk he 1s after, (Folt, 1969, p. 67) - 1

Even mére fundamental ‘that’ any of those things above is the need to develop ’:‘1

mich mote sophistication in cross-cultursl assessment in the particular case = - .
vhere there is a history of oppression bétveen tvo groups such as that betwesn . <

R ; . R . .. ., . i g e " * ~
How many errors in assessment have been madé simply because of the failure to

-~ h{; *
N ..

- minstresn Buro-American snd Afro-Americsn groups., Under such circumstances, the ..

‘s analysis’is astute: '
/ 2 ' The colonized perceives: the d'c;etot. the méinut, the school teacher, ‘&}:'"

‘assessor from the dosfnant group becomes even more of a major varisble An the -

assesament process, Perhaps no one has 1llustrated this better than Frantz Famon,

‘-
&

Y

*,

» ”

« the policeman, the rural constable, through the haze of an almost .

ofganic’ confusion. The compulsory visit by the doctor to the douar, - L
(clinic)-1s_preceded by the assembling of the population throush the o
agency of the police authorities, The doctor who arrives in this " .
atmosphere of general comstraint is never a native doctor, but always - - .
a doctor velonging-to the douinMg;y and. very often, to the army, .

sesIn & 'non-colonial society the attitude of a sick man.in the presance .
+ of a medical practitioner is one of confidence, The patient trusts the - .
' doctor; he puts himself in his hands, he yields himself to him, he ..
i accepts the fact that pain may be awakened or exacerbated.by the ‘physi--
"cian, for the patient realizes that the intensifying of suffering in. >
the course. of exanination msy pave the way to peace in his body, . At do
time in a fon-colonial society does the patient mistrust his ddctor,
The colonized person who goes to ses the doctor is alvays diffident, he
alvays answers in monosyllables, gives little in the way of explanation, .
nmoon arouses the doctor's impatience, This attitude is not to be -
confused' with the’kind of ‘inkiibiting fear thit patfients usually-fecl in
. the doctor's presence. We often.hear said that a certain doctor has s
" good bedside manner, that he-puts his patients“at ease, but it so hap- "
' pens {4 the colonial situation the personal spproach, the ability to be - -
one’s self, of establishing and mainzsining & 'contact,’ are not observ- '
: able, The colonifal situation standardizes relations for it dichotosiizes
- the colonu_i soclety in-a marked way, (Panom, 1965, pp. 121-126)

»

. . . - . . .
Fanon, an astute and skilled observer, has also turned his attention to the

_ "helping professional.” "A White man addressing a Negro behaves exactly like an '
adult with a child and starts smirking, ‘whispering, patronizing, coszening, It

is not one White man I have watched, but hundreds."” (Fanom, 1967,:p. 31) ) e

[\ . * i - - \’
Another interesting source of data gives us strong evidence to demonstrate .
pcgmml'diltotuon vhich characterized observers during the colonial
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and slavery period. 'nm vas the general society of vhich thc behavioral scientist |
|

‘ o ror -over half a century it (The Minstrel Show) remained the most )
. . yllht‘ entertainment form in the.century, - ., ‘ i o

: With its .
. s . amd not b realities, Minstrelsy and its latter-day. successors, : - S
A m"—'!_c. " and 'Amos and Andy,’ deeply embedded caricatures: - o
- of Blacks into American popular culture. (Toll, 1974, Prefacs) |
o . S ~ [1talics Mine] .
A ) &£ ° - |
, uo better cmplo could be given of muuumt than the pcuutin: :I.met .-
- of niutulayain our polarized society. stgnificuuy, the apparent need for
"+ wuinstrelsy has never been studied in any systematic way; Yet it is a fact that
- for m%ius. even in 1976, the minority person that is “seen” is a fabrication. .
L., "Je J.y) of Goodtimes, Nipapy Russell, Flip Wilsom, The Jeffersons, and . |
N red Sugud are ﬁrily the’creations that would come from a fres choice of < * )
. Afro=Americans for prime time television. The material which they do is sot begged ., .
i for by "the Ghetto.” There is another interesting example, -A personal ‘{nscrip~ % -
" tion in & book titled Enos Africanus about an old faithful slave vas found inan - «

| . old book by the suthcr in & used bookstore.. It is very revealing, It illustrates
- who such utorhl serves most. . - :

"ro l’hil. . « As a little -eunto of Rotary mtings in . ;
Los Angeles on March ‘26th...My thanks to you== . . g
. 8 2 .
Lo, 'mis litetle story is a favorite of nine~-story of the old, old South
C Y . that is no more--You, too, will like old Enos for-his love, loyalty ¥
e ~ and devotion to.his’ "folks."

A} -

o . Many thanks to you with best wishes -from Bryan . o To.

4

- 'l'he point of these observations and quotations 1.( that a genonl gcdisasition
’ to‘viév minorities in a particuhr vay has been a part of the society for many
Americans-since its inception.’ We havc; already shown that this ‘general uhise

|

i

has also infected scholarly activity, and that scholarly activity is not’indépen- |
dent of the society in which scholarship is developed, Some investigators or. -
ot

|

|

|

|

L T
L

assessors have been able to overcome these liniting :conditions, However, the
. coudit:lon is too w:ldes'prud to be 1gnorcd :ln bohavioul research on assessment,
-_‘ A 3
" . In spite of the fact that oppreuion has bun a major force in fact, in
I virtually a1l areasg of the world where activity in the assessment of the intelli-
- gcncc has bunlfou one looks in vain in the profsssional literature for any
-‘dttempt to great- the, "colonizer" and the *colonized"” and the interaction of ’
- -their nspcctivo behavioral dynamics, while considering the results of cross . T
cultural*assessment of "intelligence," The failure to do this constitutes a
~ gross error for ‘the behavioral scientis;,y Recause of this failure, frequerit
errors are actually built into thé procéss of assessment as indicated by the
examples cited of the atte-pt to assess the linguistic behavior of the Gullah.
apd the intelligence of the Dogon of Mxli, The gontinuing inability of behavioral
scientists to see conditions of oppression which may exist overtly or subtly between
- people, is a major factor in the continuing gross misassessment of people of color.
., u an example, Pettigrew (1964) poinu out a basic smurity bemcn the
-y . . - e . - ?

. . 4

.y




e portrait is missing., This poctrait was. drawn. by Albert Mesmi (1965). The por=
-* ~ 7 ; tealt is-that of "colonizer” or the person who yillingly or uwittingly benefits. . 1

~

e

&

.7 Oné thing that is importsnt to note- about: Pettigrew's example is thet behav~

. . -the system,. Even vhen the system was -functioning in its most oppiédsive form,~so o
- & to produce truly biszarre oppreslor’ behavior, the behavioral scientists were. '~

assesement interac e I

* ."findings" and cross-cultural resesrch, therefore, can be sade only with the most

s -lpdagqg.toa: assessment, -z . L RS

' cross~cultural assessments. (Myrdal, 1969), = 'However, this concern must be more -

'dc_gtu)‘ homogeneity among teachers, one might assume

o : s . S 7
R A S el x0T A .
7o "bebavior of oppressed Jews in Germany &nd oppressed th/oehcriuu. /

ytofouad personility change created by the Nazis and independent Iy

.

-5 7. reperted by a number of psychologists and pesychiatrists who survived, -
T ‘was towrd childishness and total acceptance of ‘the 8.8, guards as - B

‘ * father figures--a syndrome strikingly similar to the *Samho’ character . !
‘of the southern slave, Nineteenth century racists resdily believed L

~ that the ‘Sambo’ personality was an inborn racial ‘type. -Yet 20 -
<African anthropelogical data ever showed any personality. type resem~ e
bling 'Sembo,’ -and the concentration camp molded the equivaleat person~ ~ -
ality pattern in & wide.variety of Caucasian prisoners, nor was "Sambo" - -
merely a product of “slavery’ in the abstract; for the less devastating -
- Latin American slave system never developed m_g d type. (pp. 13-14)" .

ioral scientists who studied this phenomenon’ were themselves. !&-'h}%ll..mvdf ‘ :’f:

le to recognize such behavior ‘as umsatural and the effects of that behavivriom . -
recognize this factor, little has come tows .-

in the literature to illubtrate this point. Of ‘equal importatice is the fact that ° ‘

fron -the oppréssive system.- While this beneficiary was not mentioned by Pettigrev: .
.(above), -that person exhibits behavior wiich is equally systematic under conditions
of maximum oppression. That is to.say, the §.5. . guard could never be a "natural” .. <
figire,, Nor could the ‘southern slave owner behave iw & "natural” way., This con- . o
dition affects vhat-the dhserver will "see" when they assess each other, . . o
* .Even though ths gross expression of oppressiva systems may no longer be evi-
dent, at the same time powerful residuals Temain even in 1976. One need only ba
reminded. that the legal remedy for a broadly based segregation in the United ‘States
by the Supreme Court is only a mere quarter -qf a centary old, ' The moral remedy Y
has-yst to be found. Yet, nowhere in cross-cultural .assegsment do vwe have a way -~ -
of taking into account systematizally the effacts on the behavior of those psych ~
ometrist assessors who sre a part of an ethnic group which banefits most from a
‘siven system, compared to those who benefit lesst from a given system as theie
behaviors-affect. the results of resesrch and assessment, While it is clear that .
“the prpblends extremely difficult to solve, .at the.same time interpretations of - ©

extreme caution, and not' with the reckless abandon vhich still is‘a major pert of .

3=‘-

L =

. "~ The social ;cimti;‘i?;ms; beeo;cornod with the question of objectivity ip

‘then_ the simplistic rote recitation of a standard litany about objectivity., It _
is not enough simply to note that "all observers are biased.” Systematic atten-
tion to the problem'must be given as an {.pt.grii part of the assessment process,

-

o LB . N . - ) . e .
. this. p%\ggi; it is necessary to illustrate more precisely the reason why

tic attention must be paid to the assessor's behavior and therefore, to the

o

of the assessor‘on the assessment situition. “Since there tends to be a
that smong a subset of )
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<L tuehort are those who are involved in the assessment of children; likewise among

© . asubset of poycholog:ltts or psychometrists similarly involved that even more homo-
.. geneity would be seen. At least we' have examples from studies of tuch:lng which .

° - . ekow that persomal factors interact strongly with professional practice. Brenton

. (1972) found the following to be characteristic of the teachers he studied. We
’ mst keep assessors in n:lad as we consider the following information abont

A teachers? . ,

SRR . The teacher's principal leisure time ictivit:lgs are again, like his
s ~ non=teaching counterparts, apt to be sedentary. Favorite pastimes

R - "are watching television, visiting: poqplo. reading, writing corres-

- pondcnco. attending religious services, dining out, going to parties, -
listening to. records (tui-chu:lcal. musical’ comedy, folk) and going
. ) . to the movies (historical films_ are best liked, but only about one-
.2 fourth of the teachers atteud the movie theater ai often as once or
S " twice a month, . )
. Few teachers lilu to do’noro active things like going out for teaching .
* 7 sports, acting in dramatic groups, playing musical instrumeats, tinker-

. ing with their cars, sketch!ng or painting., Favorite sports are 'foot- L

' ball, basketball, and baseball in that order, but only as spectators... o
. 'l'eachou chose activities roqu:lring minimal - use of physical ‘energy;

*.teachers chose activities that made few mul dmndr teachers aim . :
for escape from work-a-day life,.a life so mich more demandine and.com= -
plicated, The net result for-teachers, say London and Larson ‘'is a ‘ '

. somewhat littlen. colorlen. and subdued cx:latonco. (p. 119) e

s
-

llom !’uhbach (1971) found that vhile fhx:lb:ll:lty and :lndopondcnpc are leut valued -]
by ttudcnt-uachert. they ‘are even less acceptable when disnlayed by girls, ° Con~= C
versely, rigidity and dependence are more highly valued in girls than in boys. -

-, Feshbach also found that empirical data and sociclogical “analyses bearing upon
., - teacher peuon!lity suggest that teachers as a group tend to be more conforming,
A ruttained. Eontrolled, cautious, and. acquiescent than non~-teachsrs. Once again,
- 3 Teshbach fouRd that the data provides strong support for the primary hypothesis
- - of her qtudy."prospective teachers rate more - -favorably students exhibiting behavior .
- associated with control, caution, and.codformity.": (p. 78) . One ogher bit of infor--
. mation about tuchers ra:lsu questions that might require consideration today, ‘
SR _ especially:of useuors.who work with older students, Brenton (1972), fouud the .

followiugz . ; \ - RN

w

A2 -k At twe yeu' intervals fro- 1928 toﬁ932. tvo educatioul reseu'chcrs
. conducted an uhausqve study of over 45,000 high school and college
ey . “students ‘in:Pennsylvania, Their °f:lnd:lngs vere startling, They learned
. s that among college students, education majors ranked at the bottom °
k\- . " “scholastically “in conparison with 'students 4n o%ories. The
..+ median IQ scores for 26,000 high school students-Felected at random

;e_ . vas h:lgher than the ned:lan for education students and those réady to
e receive 'their degrees at several teacher conegea. ‘Moreover, in :
e, =i = comparing college seniors in education with unselected high school, - .
- L. , seniou. the two researchers found that many of the high school seniors
DR ’ s had actually nade better grades in the very subjects the educqt:lon -

. : ° majors were getting ready to teach. ;o , .

- - F A
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~ -ground, behavior and preferences, It is mot the point of this study to describe
"fully or accurately a "profile of teachers." _ The main point here 1s.to suggest
‘that among téachers (or assessors) highly potent dynamics are operating and that

-how these forces-will affect assessment. However, there is c’vidncft to indicate -

" example, in a further description by Feshbach (1971) she reminds

conformity,- and orderliness and dependence, Eio’:lvtg and acquiescence rather “than o
pupils whose behavior is indicative o eX i non=conformi untidiness. ~
ess Y. (p.:82) these
N

" the following: .

- -

- » -

. ‘ < a 9 . /
In 1965, a USOE study of graduate students’ gndotfudute

oL showed that only business and commerce majors did worse, t i€, got_

- a lower percentige of A's and A-'s and a higher pércestage of C's and

- 'C-'s than educition majors. In 1952 education majors ranked lowest i

of sixteen professional categories on the Graduate Record Examination,
In 1963-64 they ranked lowest again, 1In 1968, they r
once more. (p, 120) - - . ’ , S

' There have been u’ny4 more studies over the years vhich deal wi h"‘tuchor ba,ck-f,

the teacher or psychologist therefore bedomes a major variableé in the assessment ~ ot
process. (Bass, 1973) We do mot know emcugh at this time to know precisely what
the dynamics are, what impact these dynamics will have upon childr s Or exactly

14

that the impact is strong’and, consequently will require systematic attention, For -
2 reader of her .

rigidity, - s

finding that student teachers "prefer pupils whoss behavior reflec

or independence, activity and assertiven - (Pei8 Yet, f ry acter-
istics are said to describe ngifted children." (8illiard,.1976), {(Aiken, 1973)_,

What evidence do we have about the impact which such behavior must have when
teachers or school psychologists teach or assess students, For -~ xample, Anthony
(1969), also presents a detailed description of the way in which the motivation
of a parent (analogous to teacher or assessor) affec s~the practice of punis. ment,
Under the heading of aspirational aspects “(of punishment) Anthony shows how per-
sonil deficits may affect the parents punishing behavior, T o ‘

The father has failed as-a man and feeling emaciated and| impotent:
'1 have failed in accomplishing anything in my life and now I am .
going to make sure that I fulfill my ambitfon through you, I failed -~ .-
. once but I-will not fail a second timé;S-1 am going to make certain ‘
that you get somewhere I failed to reach. I shall then at least be )
able to enjoy your successes -as if they were my own, I don'twant '
to beat you and it hurts me to do it because'{t more than emphasizes -
oy impotence-~hitting kids is not a man's job but I have to hit you,

- because I cannot risk being a total flop. ' '
Still other authors, Nordstrom, Friedenberg and Gold (1967) illustrate how diffi-
cult situations in the 1life of a teacher may have a direct bearing upon the
teacher's behavior in interactions with studeats in the classroom, A flavor of
the ‘interaction: from Nordstrom, Friedehberg and Gold's study can be gained from

.

Now let us return again to Gordon Hughes, certainly an intelligent,
‘imagiiative young man; at oné time a scientist in his dreams, If o
we add a touch of resentment to the leaving of his high school life,
what happens then? The essential ‘qualities of the creative .student

, as he is beginning to be defined in the literature is that his thought
- - is divecgent, He doesn't arrive at xight answers by deducing them-




~ ) N B N ﬁ - - 28
from established premises but by an intuitive understanding of how

the problem he 1is dealing with really works, of what actually goes ) ,j ‘

into it, He works hard when the problem requires it and res

racod with tho potentully qrutive student with our hypothotical -
’ Hughes; how will the secondary school tescher react! If he is & )
’ ‘high school teacher. because: the job gives him joy and if he. is com
petent intellectually, he will resct with delight. But to the degree ) |
that he is resenting it, his action will be permeated with defensive . o©
hostility. Consider, for emample, the poor mathematician who some- T
how manages to salvage enough math to become a high school tuchor.
Such a teacher functions by knowing a set of answers and a conven- - B
tional procedure for arriving it them. He miintai~s his self ssteem !
by convincing himself that this is enough; the student like ‘Hughu, ‘ :
who confronts him and who really undetefinds mathematics,puté him in
.a dilesime, On' the one hand, a Hughes hay show up his teacher as
incompetent; on the other, the teacher may suspect the student of
. - conning him and even of laughing at him for being taken in, Caught
in a bind, the teacher dares not commit himself to either interpre- . - =
tation. If he is authoritarian, he bullies the student into uolvi.ng
the problu 'the way I show you as long as you ‘are in my class.’
If he 1s phuanthtop:lc ;he responds with studied tolerance and amuse-
~ went to the ‘attention gotting behavior' of a Hughes, But in either
case, the teacher tries to make sure that Highes doesn't embarrass
him again by actually getting up and doing mathematics in front of
thc wholo clul. (pp. 9=10)
“ The oxuplcl above should be sufficient to_indicate (1) the high degree of
‘complexity and difficulty in applying assessment skills in differenmt cultural
settings, (2) the fact that any assessor or instrument produced by that assessor )
reflects ah‘ethnocsntric pattern of ptycho-cultnul dynamics,  (3) that the . .
____pattern of psycho-cultural dynamics of an sssessor is a .major variable in the S
“assesspent process affecting the perception, interpretation and strategies which
will be exhibited by that tnchcr. and (4) that politics and assessment have
been clouly mtntwinod. T .

. ’ &

&t is of ,more than pus:lng interest here that iat’er:lals of thiis kind,
' though obv:loully important for valid assessment, is virtiually absent from the
couruvork. reading lilts, ‘and, syllabi in the training programs for school
cmolort and schoel psychologists across the Nation, Myrdal (1969 and 1970)-
ooﬁcth:lng of a model id raising the question of observer biids. While neither
Hytdl} nor any other social-scientist or professional practioner can ever be free
- of bi.u. it 18 possible to reduce lo-e of the bias and some of the negative
cf.f.cu of the .bias, provided lytteut:lc attention is paid to it. Pailing that, -
. 1t :lupou:lblo to approach the interpretation of data with more caution and .
t‘lli‘l. \‘ K -
i , 4 - AN . )
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- ‘ a th:lag to bc true but of u:u. oigniﬁmco to his needs and purpolu.

‘ ° T ' Chapter 1V .

" 2==-=-- _ Your trouble is that you lun to explain onrych:lng to everybody

A Basic Poundation fér an Alternative

. ™ compulsively and at; :the same time you want to keep thé freshness and” <
. nemess of what you" o. Well, since you can't be excited in explaining
. ;cntychin; you hnn dm. you 1ie in order to keep going, ¢
o _ . . (c..g..u. 1976. Po 16) et

- 1
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n. sffectiveness of aperson is greatly influenced by the way he looks )
at'life, his world-view, His point of view or. his philosophy of life R
-~ effects every mupect of his behavior, his attitude toward hingelf, .
towards others, including his immediate associates and toward the world,
-+ snimate and. iminto things extending to every phsse-of the universe,
. Nothiag he. .says or does can escape his votld-viw. -AIl flows out of
and tivough and constantly reflects a person's philosophy of 1ife,,,’
g the world=view or outlook which is so critical to man's. behavior is .
* based in iarge measure on what he considers to be true and what he deems
= dimportaat, True and important are mot identical, A person msy beliave

. L _ mumrms. P, xvu)

=5 . 'l'hcu seems. to be two fundsmental questions which ara:ssked by asses=ors -

< used either in an interview or solidified into a standardized test, and assumed to

(or’ tests) and vhich sysbolize two fundu.nul.y different apptoachu to the-
nmmt of human b-havion _ .

1, notoumwm\xnm
" 2. mr:snmrtounom

- Virmny -11 standardized tests of assessment and most other appruehu to the
assessment of human behavior to date have besn associsted with the first questionm,
The question, "Do you know what I know?” assumes that, in order to be judged pro-
ficient in some category, the subject is permitted to pzovide & response only with-
im & restricted range. The experiences and point of view of the examiner(s) are

. cmtttuu some kind of "norm." Consequently, the langusge, vocabulary, general
- experience pool, and basic approach to the solution of problems must coincide with
> the experiences, the narrow expetiences, of the person or persons who framed the
. Questious, Even more problemstical, however, is a second implicit assumption.
‘lt umuoa is that a pcuon being uound has no cxpotiueo. lanmgo, or

i w !




' Breekthronghe in the vndeucnndin;"of "_g" citude":' Type Two Questions

" when investigators have- asked the "Type Two" question, is the distovery that the

E . o \ ' . ’ ‘ L
peuonel or cultural framework for approaching the problen ocher than that of - |
which the question asKers are avare. In other-words, "If a tree falls in the , |
_‘forest and T am not there, is there a sound?”" Clearly, one of the major pro=
" fessional blunders in the assessment "that takes place in cross-cultural settings
is that it has proceeded under the impetus from naive and culturally unsophisti-
cated agsessors who were unable to conceive that subjects can and do have idio-
cyncretic or culturally specific and very‘'rich experiences through which "apti- C
tude” can and must be expresjed, With standardized tests, both: the questions ; .
-and the answers are “frozen” 1. afl "instrument." The same questions and ansvers - -
are applied to all comers regardless of their experiemtial background, Stan-
dardized assessmant ‘{s totally inadequate when it comes to the acceptance o }
responses in‘a different language, different experiential pool, or different e
epproechee to problem solution, By'definition, standardized assessment is . . 1

"convergent" and therefore is unabla to deal with "divergent" or nonl thinking, |
expression or probld- eolving. . . P - . S

” It is interesting to note that .the major and dramatic breakthroughs in the 1
understanding of human behnvior and the solution of pedagogical problems most C
often have proceqded from precisely the opposite kind: of assessment! That assess- |
ment begins‘with the second question, "What is it that you know," Ian this epproech. |
to the maximum extent pouible an assessor rids himself or herself of most struc- 1
turing limitations and poeicione himself or herself as an observer of what people . 1
do, Patience, time and sophisticated clinical perception are fundamental require-. . .
ments in this approach, However, the rewards are frequently of the highest order.

- This approach is primarily "Darwinian" or ethnographic. The srmchair speculation

..of peeudo-lcientiets" and the stale summarizing of journal articles has yielded
little by comparison. To be specific, the works of Jean Piaget, Michael Cole
(1974). Ray Rist, Dave Berliner, and William Tinkenoff (i975), Lorenzo Turner
(1949), Baratz and Baratz (1969), Willism Labov (1970), and many others are typical
of what can result when the observer is led by real data rather than by precon=-
ceived bias, armchair speculation or simplistic statistical studies, It is inter~
.esting to note that im the "classical blunders" and cross-cultural research which
were cited, earlder, in every case the investigator's basic ‘failure was the failure .
to bring an unfettered mind to the setting for observation. A second major failure . ’
was that the investigators failed to develop ‘very einple. obvious, and basic cul-
tural sophistication which was a ‘prerequisite to und¢rstanding. The limitationm, °

K in other words, was not in.the subject,* *but in che inveetigetor.

- {

One of the exciting and interesting thinge vhich has emerged in recent yurs

belief system, world-views, and cognitive or general behavioral styles condition,
and in a sense, predetermine the manner in which men and women approach their
world., Therefore, any behavioral assessment which proceeds in ignorance of, or
which fails to take iato account the factors of;world-vieéw, belief system, and
behavioral style is doomed to confusion and error:. It hecomes important, here,
therefore, to present in more detail a basic npyi'oach to the understanding of
behlviorel style, and a few emplel of the mifeetetion of these styles, .

. In a reviev of the liteteture and in the interviews with keen observers of
human behnvior. the authors heve encountered repeatedly, evidence £ot the

46
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ex:letnee ef beeic beheviorel et:ylee. Differences. in etyle eppeer not at all to
= - be differences in "aptitude,." ' Evidence for these stylistic differences occurs in
~ . ‘whny different aceas in humin experience and 1is reported by observers by many
¢ . different names, Yet, the characteristics which accompany the names tend to fall
. - into a basic pattern;’ Behavigral styles may be thought of as falling along a con-
-~ - tinuum; In fact, some investigators may mention four or more styles. However,
" for the purpose of this reviev and study, only two behavioral styles will be exam~
ined in detail. These two styles are conceived of as being on two ends of the
, same eeutinm Intermediate poe:l.t:lone representing an overlepp:l.ng of the styles ot
. . ean be conceived, .

o neeie Behavioral Styles L - . - e

In viev of the fact that behavioral styles have been varinsusly referted to
by different investigators, and with no intent deliberately to add.to confusion
by the introduction of still another set of descriptors, it is necessary for this {
. study to offer labels for: two polar styles and to relate the diecueeipne of behev-
. ) :I.erel etylee by other 1nveetigetore to them¢ - )
Basic beheviorel styles may ve thought of as "atomistic-objective" or :
"eyutheti;-pereml." ‘These styles represent two funde-entelly opposite approaches
to the organization of -human experience and to the use of one's environment, No
serious attempt will be’ made hire to speculate regerding the origins of these two
- styles, !lovever. the speculations of other investigators will be cited as appro-
priete. .

Wt

~

tolietic-objective sgzle - Atomistic~objective behev:lerel style is one in
vhich habitual patterns of approach to experience involve an attempt to break down
the experience into components which can be understood: The observer who. uses, this o
style tends to feel himself or herself to be separate from the phénomena being - ¢
"~ observed, Among atomistic-objective style users is a decided prefarence. for perma- .
nence, regulerity, predictability, uniformity, and environmental control. There is
. & general distrust of feeling, a low tolerance for uncertainty, and the placement
of little or no value on matters of "meaning" or purpose in events., A more com-
- plete description of this behavioral style will emerge through the preeentetion of
the alternative perspectives which follow,

€
¥

slgthetic-grsonel Style - The users of this style tend to approach the world
-in a vay so’as to bring together divergent experiences and to distill them to dis-
cover -the essence of a matter without undur concern for -the small pieces which go
. to:make up a given experience. These style users tend to perceive themselves as
'~ an integral part of the phenomena which are being observed, JValues tend to be
\ placed on such things as divergent experimentation, expz'eae:l.cmb improvisation, and R
P \henonioue interaction with the environment, A more detailed description of the . s
eynthetic-pereonel behavioral style will emerge in the diecueeion which follows, -

It cen be shown that high 1eve1 cogunitive functioning is a property of both
of these behavioral styles and of other styles, including a combination of these
tvo. There is some evidence that styles may be changed or expanded. While eth~
nicity seems to be associated with etylietic variations, all etylee trenscend
eulmrel gruupinge to some degree,

~
-
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" ‘that individuals posse

5 of a given area of behavior~-that is identifiable,. in an individual,
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. David -Shapiro (1965), a psych@legist, has been interested in what he calls
"neurotic styles." The stylas which Shapiro describes as "neurotic" so closely
parallel the description given by other investigators outside the area of patho-
logical concerns in psychology that it suggests a much more general relevance
for his formulations., It seems 1likely, for exanple, that the behaviors which
Dr. Shapiro sees in the extreme come to be called neurotic only because of their

extramity, At the same time, even his own data suggest that these styles are .
found in the "ordinary" as well as in the "nourot:l.c'f behavior of the persoa. o

N i

" By 'style’ I mean a form or mode of fum‘:tiéning—-thc&ay or iugnor.

through' a range of his specific acts. By "neurotic styles” I mean

those modes of functioning that seem characteristic, respectively,

of the varicus neurotic conditions, I shall consider here, partice-. 3
ularly, ‘ways of thinking and perceiving, ways of experiencing emo~ -

tion, modes of subjective experience in general, and modes-of activity .
that are associated with various pathologies. It is not my aim to be ol
exhaustive or even systematic, and it is clear that there are many

aspects of style that cannot even be touched here...The simple: fact
of human consisten

cy over broad areas of functioning argues for such
& concept, but \this Eact has a more specific clinical manifestation,
Eve rhcr with cItlnica} e and, £ ry

a certain consistency, We are not surprised, for instance, to hear

that a-bookkeeper or scholar has developed an obsessicnal type of :
neurosis or that a woman who“comes to psychotherapy because of severe - e
emozional outbursts is actress who is a bright and vivid social \
companion but is unintefested in and rather uninformed about the ..
science of mathematics, (pp. 1-3) [ Italics mine] :

#a

Later Shapiro 1ndf

es that "it is possible, in other words, to deternine
relatively stable cognitive tendencies that determine

the form of the influénce that a n\gtive or need exerts on their cognition, 1If
we can overcome the’clinical or pathological association of the label "rneurotic
style," David Shepiro offets ‘fundm‘gifarinaight into the operation of the poles
of experience which were cited above, 1t is instructive, therefore, to spend a

bit more time with Shapiro's ideas tiqn will be necessary with other investigators.
. acd

iro's Obsessive-compulsive S\tyle - Once again it is important to keep
-that the characteristics mentioned below will appear in many places and
be descriptive of people who function in the "rormal range" of ‘behavior,

o . .
The. most conspicious characteristic of the obsessive-compulsive's
attention iz its intense, sharp focus, These people are not vague
in their attention. - They conc‘e\tétrate particularly on detail, This

H
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is evident, for example, in Rorschach tests in*their accumulation,
frequently of ‘large numbers 6f small detailed responses and their
. precise delineation of them, (Small profiles of faces all along
the edges of ink blots and the 1ike.) And the same affinity is
easily observed in every day life. - Thus, these people are often
to be found ‘among technicians; they are interested in and at home
with technical details, the same sharpness of attention 1., of
course, also an aspect of many obsessive-compulsive symptoms. They
will notice a bit of dust or worry over some insignificant inaccuracy
that, everything else aside, simply would not gain the attention of
~ anothe> porsom, But the obsessivs-compulsive's attention, although
- sharp, is in certain respects markedly limited in both mobility and
range, These. people not only concentrate, they seem alvays to be
concentrating and some aspects of the world sre siaply not to be
- apprehended by a sharply focused conccntrated attention, Specifi-
cally this is a mode of attention which seems unequipped for the
casual or immediate impression that more passive and inprcsoioniotic :
sort of cognitive experience can include in its notice cr allow one

a to be 'struck' by even that which is peripheral or incidental to its

-original, intended focus of attention or that may even possess a
clear attention or sharp focus in the firat place. These people
' . seem unable to allow their ‘attention simply-to wander or passively
.permit it to be captured.  Thus they rérely seem. to-get hunches and
they are rarely ‘'struck' or surprised by anything. It is not that
they do not look or listen, but they are looking or listening too
. hard ‘for something else. (pp. 27-23)

Shapiro goes on to say that the obsessive-compulsive person in general will have
some sharply defined interest and will stick to it.  That the person will go .

after and get the facts and get them straight, but will very oftqn*nioo aspects

of a situation which give it flavor or itec impact, - Therefore, obsessive-compul-
sive people often seem quite insensitive to the tone of a social situﬁtion. In

fact, such is the human capacity to make a virtue out of a neccnoity. ‘that they

of ten refer with pride to their "singlenindedns.a" or “{mperturbability,”

Shapito has aloo indicated that a certain "rigidity" characterizea the

' apptoach of the obscsoive-conpulsive person. -

The term 'rigidity' is frequently used to describe various character-
istics of obsessive-compulsive people. It may refer, for example, to
a stiff body posture, a stilted social manner, or a general tendency
to persist in a course of action that has become irrelevant or even
absurd. But above all, 'rigidity' describes. a style of thinkinges, .
© - what is meant exactly by 'rigidity?' What is meant exactly by
: rigidity of thinkiug? Gonsider a commonplace example, the sort of
thinking one encodnters in a discussion with a compulsive or rigid
person, the kind of person we also call 'dogmatic' or lopinionated.'
. Even casual conversation with such a person is often very frusttating,'
and it 1s so, for a particular person, It is not that one meets with
_ unexpected opposition, On the contrary, such discussion is typically
ot frustrating just because one experiences neither real disagreement
_nor agreement; ‘instead, there is no meeting of the ‘minds at all, and
. the impression is simply of not being heard, of not receiving any
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disagree with Kay, He does not actually object to or oppon Kay's
argument and he cinnot be called "negativistic.". He simply does not
pay attention. This is active‘inattentien; further, it has a special
, quality, It is differeat, for imstance, from the wandering attention

of a tired person; this inattention seems ‘somshow tG have an active,
as it were, unprincipled quality., It is just such inattention to new
facts cz & different point of view that rigidity. (or its more specific
form, "dogmatisa") in the obsessive-compulsive person seems to manifest

, itself, It is this inattention that makes us experience these people
as being so utterly unimfluenceable without identifying further for the
time being. Let me say, therefore, that some kind of special restriction
of attention seems to be one of the crucial features of obsessive- .
compuleive intellectusl rtdigity, llw et ““(lll!?zzgﬂ oaly one.’

‘ : ' PPe .

0

This condition is analogous to that of uny as8es; ia‘vho seen mble to ask the
'lypc II question, "What-is it that you.know?" = .

" Shapiro's Hysterical Style - At the oppocito end of, the continuum for Slupi.ro

" 4is the '%ctcrich" person. For Shapiro, the hysterical is a global person, Hys-

. ‘terical cognition in general is global, relatively diffase, and lacking in sharp~
ness, particularly sharp detail, Aécording to Shap:lro.‘,it is impressionistic in

. contrast to the active, intense and sharply focused attqutiog of the obsessive-
conpulsive, Hysterical cognif.ion seems relatively lacking in sharp focus of
attantion. In contrast toc the compulsive’s active and prolonged searching for
,detail, the hysterical persin tends. cognitively to respond quickly and is h:l.ghly
'susceptible to what is mlutcly impressive, ctriking. or merely obviouo. >

1Y

When a hysterical perscn is asked to dueribo ‘someone else, the response
is likely to be something like ‘he is so bLig,' 'she is wonderful,' 'l
hate L.iw,' The quality of these perceptions can be conveyed more sharply
by an imuginary cemparisen with the factual, technically detailed ansvers .
that an obseszive-compulsive is likely to give to. the same kind of
question,  For example, with a hysterical person, one is likely to get
for an aaswer not facts, but impressions.. These impressions may be
interesting and communicative and -they are very often vivid, but thoy

. remain impressicus--not detail, not quite charply def:l.ned and cortainly,

+~ not detailed, (pp. 111-112)

Shapiro also describes two other styles which w111 not claim our ittenti&n’ here,
In between the obsessive-compuls.ve and the hysterical styles are the "paranoid”
styla and the "impulsive" style, In addition, there are variants of the impulsive

style, It would take little effort to become even more complex in view of the - -

fact. that human behavior itself is complex. Hoyever, for the purpose of our dis-
cussion here, it will be aecessary to focus only on the two extrémes of the con-
tingum, Shapiro's obsessive-compulsive style is equivalent to what has been pre=~
sented as the atomistic-objective style., Shapiro's hysterical style is equivalent
to vhat we have called synthetic-personal style. i

A‘su-ary of the elements’ which Aescribe Shapiro's two styles is presented

_in the following table, ‘ e e

but perfunctory attention,.,.in this illustration, Al does not mctly \ R

,))E‘

Fa
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- Isolation of affsct.

‘A 1iving machine (Riech) <~
Mgidity in thinking.

Drivea :

MMuuon even in 1rulmnt and
“absurd activity

-Dogmatic L

» Opinionated L -

Hard of "hearing" e
. Does not pay attention to othcrl
Untnﬁuucubh .

Restriction of attention

Stimulue bound puccpt:lon

\ Inflexible ’
“’i“’j‘:"*’h“tuifohup foau

Concentration on detail

Precise delineation - .
Confortable with techaicsl detd.ll

ted in.mobility and range

ted for casual or 1-«!1».. hpuuirn

.Will uiss the flavor . :
t be captured by something
88 the tone of a situation
Volitional and controlled. '
Uncomfortable with aimlessness
Tear of logs of control

Reaction-formation 'A ,

- /
‘Loss or forgctting ‘of 1thut
General response \ - {
Impressionistic : \

non-mhnicn .
. Global v : :
_ "Diffuse . W= .o

. Ismediacy to striking or obvious
" No clear uplmt:lm of tuponua

(s-urud from David Shapire)
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y\a-’,_. .

Acuvo mtuntion to new hflumu
Affective exparience shrinks

Work oriented . .o
Great quantity of vork »o
Abfdrption ’ .
Deliberate

Exerts effort even im play
Self-imposed deadlines
Thinks "I should"

, Will power

Role bound .

Avareness (of lpoeial tolo)

Propriety

Aware of external criticin

External oxgccutim :

lrare of authority, rules, conven= -
tions, morals, duty, .

Unchosen respensibilities

KaM to relix °

Hasrsh super ego

Inadequately integrated

Non-work life shrinks

Less affect

Dry, mechanical, dull huvinou

Deliberate in achievement of & ~

. state eof mind : ‘

Loss of the expsrience of conviction

Puoccupnt:lou vith technical details
to the exclusion’ of actul pcum
.or events

Narrow attention peramits avoidauco

\d

»

of new &afomtion

. Misses proportions, shadings

Technical factual merory
lfotiul Style / ‘

Accumulates inpmuonl. not facts
Rare among scientists and.scholars

Difficult make decision .
*_ (something from.his regular mode
< of thinking) -
Decision making seen as a technical
" . problém )
- Ritualistic .
Characteristics of the H
‘ ) \\ (Compiled frow David Sluptu)
liptudon \ e
Regréssion \

/ Overlooking uncomfortable chatgod

- facts .
Pollyanna )
Romantic .
Sentimental- - ".f‘"";‘ S
Nostalgic » ",

Notices the vivid, colorful and -
* emotionally charged .

Imotionally ptovoeatin
‘Does not search -




e

o,

P Deficient 1n factual knovledge

. . Finds non-cbvious attributes

Characteristics of the Hysterical Style, (Continued) -

.o ) . L =
. Original cognitive: leaves out detail Is wee struck .
> Vagueness o - Theatrical
" ‘Barensss of content - Exaggerated
- Incapacity- for persistent or iutense Fantastical ~
"~ intellectual concentration " Playing for fun
-_‘.Duc'nctibinty . LT * Avolding answers
. Impressionability - ) * ~Impetuous . g
Non-factual world . . Iafatuations : T
- Has huaches . - Labelle indifference .
” Inspirations ’ \ Indefiniteness
Ids S ) . Outbursts - . o
Current prejudides - . . Mild mannered
Ixcitements : " Inhibited .
-Attention easily captured . - ~ Impulsive
“ <., FEasily interrupted - - - ’ Explosive .
- Essily surprised ’ . ) u

Scattered thinking and expression

-

It is interesting to mote that Rosales Cohen.(1971), while starting from an

entirely different perspective, that of an educational researcher, has described
stylistic variations which are essentially idemntical to Shapiro's, Cohen also
posits four styles, thé extreme two ef vhich are labeled "analytical" emd’ .
"relational,"” Her analytical style is comparable to Shapiro's: obsessive-compul=-
sive style, Her relational style is comparable to Shapiro's hysterical style,

In addition, Rosalee Cohen has done a great deal of schools and has exam-
ined schools from the perspective of the two styles, in order to preasen ( am

"not only of the stylistic tendencies of students in schools but the stylistic ten-
dencies of the schools themselves. She has speculated regarding the causes of
dissonance between the school and certain style users. Cohen's work is particu-
"larly relevant where she has applied her understanding of behavioral stylés to

the ares of standardized tests., It becomes quite clear when we review the follow= ~

1‘8 tlblll. . . 7 ) N N i .
, ' ’ = .
Analytical Style . . . o
~ (Compiled from Rosalee Cohen) B
Stimulus centered P Long concentration span _ .
Parts-gpecific Greater perceptual vigilance.-

A Teflective attitude and

“Abstracts common or generalizable relatively sedentary nature
principle of a stimulus. Language style is standard English

Notices formal properties of a - of controlled elaboration

stimulus that have relatively R Language depends upon rélatively long

*. - stable and long lasting meanirigs lasting and stable meanings of-
Ignores -the idiosyacratic. S words .

Language depemil upon formal and
stable rules of organizition

Extracts .from embedded context -
Names extracted properties ahd gives
’ them meaning in themselves

- ’ - -
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. , Analzt:lul Stzlo“ gcuung) “ .

o uhumhipo tnd to- bo unur -
" Relatiomships which are noticed tead to
.. ba static and descriptive-other -
‘. then - tional or inferentisl
. I.hd ps seldom involve process

mo: -ou.nuouu a basis for °
s - relations
}, Perception of conceptual distance

= between cbservers and observed

_ Maobjective attitude==a bolitf that
_ everything takes place "out thou -
. = '4dn the stimslus

Stimulus vieved as formal, long lut:lng

- - _.- aod relatively constant, therefore
=" . there 18 opportnnity to study it
" . in detail ' -
Long attention span .

-~

Self-centered

©  Global .
Fine descriptive chnractcthtica ;
Identifies. the unique '

- Ignores commonslities
%mg
¢ Relevant must-have specisl or
"+ . "personsl relevanee to observer ,
‘. Mesnings are-unique depending upon ;
. immediate context
' . Generalizations and linear notions
" are generally unused and devalued
mu of the stimuius and its non-
obvigu attributu are not given
appear to have no meaning
4in thouolvu
Relationships tend to be funcuml
.. " and inferential :
Since emphasis is placed on thé un:l.quo
. and the specifig; global and the discrete,
. _om notions .of dffference rather than’
on variation or common things, the search
for to form abstract gonouuza- -
. tions is stimulated
Responses” tend 'to be affective -
Rerceived comceptual distance between
tho oburnt and the observed is usrrow

53
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"Parts of spesch" can readily bo_,

The Relational Style
(conpuod .rom Rosales Cohen) .

" Immediacy of response

Co-micatim‘ are intended to be
understood in themselves, i.e.,
without depenience upon non=

. verbal cues or idlosyncratic
“context

se*n in nonsense sentences

Anslytic speech d;anenuud by
-"hesitation-phenomena,” pauses . -
for verbal planning by controlled -
vocal ‘odulation and revision of
untcnco organization to coun}
-specific meaning, -hcc words *
have formal .uuinga . -

View of self teads to be in terms of
status-roles.

Sometimes view of self expressed as

.an aspect of roles such as func-

tion to be g;ff'otnd

LY

mny an;oud by ainor fmtuum
Short attention span
Shart concentration span

~

Gestalt learners ¢
Descriptive abstraction for. word
selection

Words must be embedded in spocific
time bound ‘context for mning

Few synonyu in hngutgo :

Language dependent upon unique. coauxe
and upon many interactional
characteristics of the communi-

cy v

.

cants on time and place, on irflec~ <« _

tion, muscular sovements and other
non-verbal cues .

Fluent spoken language

Strong colorful expressions:

Wide range of meaningful vocal intona-
tion and inflection )

Condensed conditions sensitivity to-
hardly perceptibls variations of

mood and tone in other individuals.

and in their surrcundings
Poor response to timed, scheduled,
preplanned activities wiiich
interfere with hnedhcy of
response ~
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d : C The Reh:iml Style, (Continued) R
' The f:l.cld :ls ‘perceived as rupoud:lu " Tends to ignore structure C
) . the person - Self descriptions tend to po:lnt
’ " The field may have a life of its om to essence .
. Personification of the imiutc K - ) . . . .
'~ Distractable _ -
Emotional : - . :
A Over MI.vod in 311 activities’ : )
cy 0T oL 7 .
) It is obviom that h stylilti,c b:lu is :lnhoront in most studnrdind tuu }

of achievement,- In fact;, it is the very standardization wiich tends to fsvor .
Y analytic or obsessive-cempulsive or ato-ut:lc-objocun style usexs. I¢is for

by ' . _this reason that attempts at the development of “culturally fair" assessment" :

Lo instruments have failed, These attempts tend simply to change the language of the

..~ ., tests or ‘to reduce the ‘contéxtual clues to which users may rofdt. thu building L
. (as car be seen ) an even greater advantage for the aeod.suc-objoeun style

A user. TIn this casy) the specific sdvantage is that on ‘tests such as the Miller -~
: / dnslogiss Test or tests involving the use of "nonsense seatsnces,” the style wser . .«
who is tolerant of the meaninglessness in the tutm tasks will continue to be
motivated for a much longer period than wili the -yg:hcuc-potml style ‘user,
“Shapire has poiutod out that in the clinic, the “obsessive-compulsive” is cluueur-
ized by this very willingness to persist in tasks whiclh have nc nesaing. lhay R
v+ . clinicisns have notad that the synthetic-personal atyle user will become bored with
- any detail, and especially detail which is taken out of its context. Rosales Cohen -
.- . uses as sn example the word géme "to pping” or "capping,” a game of autual insult
/" which is played by both children and adults” through free association of verbal link=
L . .. ages, This open-ended or roht:l.oul" gane may be contrasted with an "analytical®.
L - game like "Scrabble," a word game played by analytic style (atomisticeobjective) :
’ users by forming, and reforming words' from their parts. Still further, Rosalee Tehen
. -points out that flexible (synthetic-personal) style users are chsracterized by the
" writing of many qualifications on the margins of questionnaires to ideatify the .
. circumstances under which their ctatmncs may hold and frequent: crasures on other
-suberoutines from one kind of answer to another. Storiss and explanations exhibit
similar vacillation. Cohen points out that the approach to test:items for szela-
tional style user 4s to treat tae 1:0- globauy. vhereas the anslytic style user
is more nkoly to focus on some part:lcular small aspect of the item 6 the excly~
- sion of the total. Clearly this is similar to Shapiro's polar styles. miurd’ -,
o (1973) has proposed a dncript:lon of tho core Afro-herican cultuul otylo. I;.if
T as fonm: Cn ) ’

. .
4 ".—‘ » D.

.~

.

e 1, Atro-Anor:lun people tend to prcfor to respond to and with "gutaltc"
. ~rather than to or with atomistic things. Enough particulars are colot-
. atéd to get a general sense of things, There is an inpatience with
unnecessary specifics, ‘Sometimés it seems that the predominant pattern - .
for mainstream America is the preoccupation with particulars along with
o a concomitant loss of & sense of the whole, - There is the belief that -
anything can be divided and subdivided into minute pieces and that these .
- - - pieces add up to'a whole, Thevefore, danc:lng and music car be taught by -
SN the numbers. Even art is sometimes taught this way, This is vhy sowe -,
people never learn to dance. They are too busy cmntin; and analyzing,

~

1 T - £ . ‘
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.
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‘f 2. :K!ro-;l'-riun people tend to prefer inferential reasoning to
>~ deductive ,r inductive, This is related-to Item 1, abeve.

-

T e . “3¢ Afro-American pecple tend to prefer apﬁréx@n’fim over accuracy to
’ "ﬂ.fty decimal places.” This is related to item 1, above, - _ 5
V R (\Afxto-mﬁcm people tend to ‘prefer a focus on people and their uctiv- N
) itles rather than things. The choice by sc sany students of the help-
ing ‘professions such as teaching, psychology, social ‘work, and so forth
cannot be cxphg.‘:_md by job availability or sase of curricilum,
S, Afro=American people have a keen sense of justice and are quick to
. ' ggulyu. and- perceive injustice, - ‘ T . . i i
=7 6 Afré-Auricm pc&ﬁle tend to lém toirard'_aitmism. & concern for one's
T Los Sfellow man, S e .
e Afro-American pioglo tend to prefer novelty and ‘frudo-. Witness the
- - development of improvisations in music, styles in clothing, and so forth,
£ 84 Afro-American people in general tend ot to be "word" dependent. This s
- ~1s to say, there is a tendency to favor non=-verbal as well as verbal . . .
) © communications, Words'may be used as much-to set a mood as to convey \
specific data, 2 v . . ‘ R &3
. T t‘--l}:‘ A ) . ) RS . MO N R ° ' ﬁ"&:
While no-description was given at tae time of ‘otlier styles, it is instructive to T

. note the relationship between the hypothesized Afro?Anoricd,,sultduL style,
"Cohen's "relational®-style and Shapiro's -"hysterical style, and what we now term
"syathetic-personsl,” Dr, Naim Akbar has also proposed a description of the
Afro-American child, That descriptiod followss . .

" Righly affective .. - e )
Ve O Language requires wide use of coired interjections (lonetimga- profanity)
<y B Considerable body language : Ce 8 T i .
S Words depend upon context for meaning and have little meaning in iﬁéﬂéivu.ﬁ

Multi=connotive ‘expressions, that is, .thé same word has multiple meanings,
" Systematic uses of nuances of ‘intonution( and other body language, such
. &8 eye movement and positioning, . o . :
-Preference for oral-aural modalities for learning communication
Highly sensitive to others' non-verbal cues = | .
High people orientation . - .o . : <.
' Soclocentric : . - ' >
L. > - Use of internal cues for problem solving- - ' ) ) o
o Highly empathic \ oL - ' ' -
v Spontaneity B ) :
7 7+ Rapid mdaptation to novel stimuli

e”‘,)

e e :blc'arly. Dr,. Akbar is also describing the synth&ic“-persénat style,

':l" * Ornstath (1972) torroborates each of the formulations which have been pre-
© .. sented.before with the addition of his hypothesis as to the cause of a choice of

R . - T .
s styles, : ,
. .
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Z . 5 :  Both the structure and the function of these two "half brains" and :
2 e sum part underlie the two modes of conscicusness which #imultanecusly
e co-exist within each:gne of us, Although each hemisphere shares the

potential for uny functions and both sides pert:l.cijp’ete in most active
A o ities in the noml .person, the to hemispheres tend to specialize. The
T e - 1eft hemisphere (cmected 'to, the right side of the: ‘body) 1s primarily
o L "involved with analytic, logical thinking, especially in verbal and -
’ : v o mathematical functions. 'Its mode of operation is primarily linear,

This hemisphere seems to process information sequentially, This mode °

. - of operation,of necessity,must underlie logical thought, since logic

S . depends:on sequance and order. Language and mathematics, both left
e . hu:l.apher:l.c activities, also depend predominantly on linear time,

. If the left hemisphere specializes for enelys:l.s, the rignt hemisphere
.(again, remember, conndcted to the left side of the body) seems special-

X ized ‘for holistic mediation, Its laneuage ability is quite limited,

X L This hemisphere is primarily responsible for our orientation in pace,
T . artistic endesvor, crafts, body image, recognition of faces, /It)prod -
+ cesses information more: diffusely than does the Sleft hemispher€ and its

L " responsibilitiss .demarid -& ready integration of many inputs. at once, If
e ) the left hemisphere can be termed prudominantly analytic snd seqyential -

D 5 in its operation, then the right hemisphere is holiat:l.c n relation and

s . .more e:l.mluneoue in :I.u mode of operation, L

O

B

y.

!'or Rosalee Cohen, enalyt:l.e and relational cognitive styles eeen ‘to deve].op
a3 a consequence of primary group sociaiization. According Cohen, the more
- structured the primary group (i.e., the fanily), the more ely the choice of
" .- - styles is to be analytical. The more unstructured the Pr y 3toup exper:l.enc.e,
e the more li.kely the cbo:l.ce of styles is to be relational 'j,‘ -
Vetren Tenlouten end Charles Kaphn (1973) have presented extene:l.ve dete in’
support of Ornstein, Both Ornstein and TenHouten an Kaphn draw heavily on evi=
"« deice in a vardety of fields. Carlos Castameds (19 )r (1971), (1972), (1974), :
. 1ikewise has described the struggle between two polar styles which he refers to.
as "ordinary" and "separate" reality, Cedric X, /Phil McGee, Luther Weems
(Naim Akbar), and Wade Nobles (1975) have also thee:l.zed a biological basis for .
., . - %he origin of styles., They speculate about the evidence for the impact of
4 selanin on emt:l.ous\end actions. No matter w}ut the o::l.gin, styles do exist,
T : T /
. Perhaps o one has integrated the coq;cept of cognitive sty].e or learning
style better than Gallwey (1974). Gallwey, speaks of two cells, One is analytic
and particularistic and the other is holistic and relational, Gallwey suggests
that harmony exists when the mind itself is quiet and that only when the mind is
still will one's peak perforuance :I.n the game of tennis be reached,

-0

, . Ramirez and Castsneda (1975) have done an outstand:lng job in putting the
mtter of stxle and assessment into proper perspective. Ramirez and Castaneda

’ “use H, A, With{n's "field-dependent" and "field-independent" cetegor:l.es in explain-
development of Mex:l:can Americans.

Moreover, manifestations of these modal-
. ities sbound in many areas of human experience. These are part:l.culerly crucial

13
A ama aa

A
- - <
— [ - - - = - PREVEEER R - - R - I . - .- - — - PTe T TSI




f’ * 41

bt those who work i1: ~he area of uuuuut. It is the failure to consider

"~ thess stylistic vsriaiions of human experience as real, ever present, potent

~ forces that has led to so much confusion in croes-cultural assessment. PFor
 exsmple, it seems clear that the dominant cultural style in the United States

ia 1976 is the atomistic-objective, analytical, obsessive-comuplsive style. The
" tremandous succees of our country in the industrial sector may be .rasponsible for
the widespread use of the indystrial model as an asalogue !or uiorgusdh: human
“behavior, = In the industrial fYeld there is a necessity for "mass production,"

" for “interchangesbility of pu'ts." for "statility," “permanence," "uniformity,"
"econformity,” and in general, "standardizatien.” .These values or necessities are
also reflected in our total educitional system, The list below illustrates
m of thinking about the existing school systen and an altemtive to th

kY

. "The School . . .
As 1t 1. in gcnoral . 44As it could be . -
(Analytical, Obuuive-compulsive") _ Rehtiml. "Hyuterical") ‘
- Rules’ . - . * . !‘r,cedon .
" Stendardization . ) Variation .
Conformity e . -7 .Creativity - o T
= Memory-for .pcctﬁ.c facts _ . . Memory for essence S
= Regularity . Novelty - . - oL
- Rigid order ‘ .Flexibility- e
N %mut’n . . o, Uuiquencu s -
Differences equal deficits . _ Samenéss equals oppression = :
- Preconceive ’ " Improvise o
n . Precision Lo . ‘Approximate -~ < ' .
- Logical ' S - Psychological : - e
- Atomistic ) 7 ¢ Global
" Egocentric . ’ | -Sociocentric
= Convergent v o ) . - ~ Divergent - _
: - Controlled v - Expressive ' '
Maanings are .xniverul T © . Meanings are contextual
Direct - N " Igirect . s
Cognitive . ’ -Affectivse
Linear . <o . -~ 7+ Patterned ~
. Mschanical , ‘ . Humanistic ;.o
"~ Unison - . ‘ : . - Individual ir group
Hierarchical - . " Democratic S
Isolation . : - . ~ Integration. - )
Daductive Y . Inductive .~
Scheduled < Targets of opporttmity
- Thing focused - : _‘People focus
~ Constant . - . Evolving . .
Sign oriented L i Meaning oriented

Duty _ oo Loyalty -

while no individual will exhibit the chancteriatics of any one style totally.
there are modal personal orientations, and among groups, there are ,modal group
orientations. The school reflects the dominant mode of our American culture, The
school is essentially a reflection of the obuuive-conpuhive or atoﬁistic—

. objoctiv. style. - "

s Lo L * .
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More: iwportant, however, is the fact that it is higher education which pro-
duces-those who develop assessment procedures, ‘More particularly, it is psycholo-
| glets within tha field of psychology itself which can be said to reflect both an-
" “obsessive-compulsive" and an "hyotorical" side; for example, "experimental. psychol-
" | ogy versus clinical—poychology in a groes sense, - It is the experimentalist or the
[ obounntvo—conpulotvoo in peychology who have produced the "standardized" instruments
o - P for assessmant which are essentially obsessive-compulsive in structure and which
"2 ¢ 1 _asppeal’'to that particular style of student, For example, test items are standard,
2. they require conformity in order to gain the "right" response, Items msy be -
o thought of essentially as interchangeable parts from one test form to another sad .
, © - 1t is assumed that-the test {tself may be applied in any setting throughout the
.. . nation. The tendency on standardized tests is to require a focug on particulars "
e if' ' to the exclusion of wholes and to require the student to think in fu%u rather
S . thansto express themes in thought, For example, in the area of personality toatin;
2 { there is a clear digstinction between the Minnesota Multiphasic Personality
o Inventory (MMPI) and the Rorschach, The HH?I would be an example of an amalytic or
E¢ﬁ? { obsessive-compulsive device. The Rorschach, on the other hanﬂ. which allows for
. |- more free and open, creative, evocative, affective responses, would be more rola-
S tional or hyotcrieal. .

i ‘ ’ :
f
i
t
i

e o A lpecial problem presents itself in that it generally is the statistician,
— . the hard-nosed experimentalist, the "behaviorist," who is personally or ego-
i - invested in the development and sustenance of the IQ.test, Their commitment to ° R
} P pro"-concoption and "pre"-fabrication of the assessment material is an expression
S .of the style with which they are most comfortable. The highly intense commitment
S ' to’the IQ test, especially-paper und pcncil standardized tests, can be understood

)
LA

© 7+ by reference to Rosalee Cohen and David Shapiro. . The obsessive-compulsive style

B _ 1s one in which the person is uncomfortable with -loose ends, has a high need for

- - control of the situation, is not particularly people oriented, etc. Under such

" : . conditions, it is understandable that those who design assessment instruments would .

! find it difficult to value the unique, idiosyncratic, synergistic behavior pattern

‘f ' .of the relational or hysterical style., Indeed, it would be hard for the obsessive~

g compulsive to accept that style as valid, if for no other reason than the simple

. fact that the hysterical or relational person or people would be "cut of control”

or "unpredictable" and therefore "threatening" to the obsessive-compulsive, Con-

sequently, it would be hard to imagine the obsessive-compulsive assessor providing

& full assessment for the "hyateticll" student.,_

' .

5 It seems clear in everyday life that there are patterns which can be expli-

R . cated that descrive interaction of obsessive~compulsive or hysterical style users

| and tasks which come from either area, If the "obsessive-compulsive" is given a
"hysterical task." the obsessive-compulsive will translate that task into something "

. nore nearly reaeubling the obaessive-conpulsive style and vice versa, For example,

. 1f the obsessive-compulsive is asked to learn an Afro-American dance such as "the
bump™ or "the hustle," the obsessive-compulsive is very likely to draw feet on the
floor and to break the dance down into what he or she perceivea to be the compo-
nent ts, to number the steps and to try to learn the dance’"piecemeal,"” It is_~
aiso fikcly that the obsessive-compulsive will establish a "standard" of perfor=

| mance vhich becomes "right" or "not right,” Similarly, if an hya:erical is given

T an obsessive~compulsive task, a comparable translation will take.place, Details

| ‘are likely to be blurred, standards faintly adhered to, or the dance itself might

be.modified with no real concern for right or wrong so much as "fit" or "harmony," .-
If it is a square dance, that dance is likely to be given rhythm or some other.
exprassion of individual creativity, . It i{s instructive to observe what happened

- 58
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'?u the ‘rigid, o:du'ly quadrilh dance in the hands of Africans and Afto-mriuns

Unttod Stites for ¥o long. It has rhythn. freedom, improvisaticon and expression,
- m "ermht:lm" or "transformations” are analogous to what happens with- any
«t.k tlut is adopted, i.e., language,_ rcligion. mic. hunor. art, rhctoric. etc,

Almtim About Behavioral s;lu: Their Impact on Assessment In;cuct:lém

N R Ve bcucn that there is compclung cv:ldcncc for the follwing auunpt:lou
) abont human bchavioul .tylu. .

1. A hchavioral ltyh is thc rchtively stable, dispoa:l.tion or approach of
‘ any person to the 1ntcrptctation and use of his or-her experience,

2. ‘nurc are several styles which.can bc described, Two of these are the -
"stomistic-objective' and the "gynthetic-personal,” They seem to be at .

3. A person may, with some .yctmtic effort, change his or her basic style,
to a degree, by lurning and by intcgrat:lng clcuntl or aspects from h
othcr styles, -

$ . N

4, s:lncc _styles are the reflection of a person's basic approach to the per-

- ‘ ception, interpretation and use of experience, the style is pervasive and

’ may be observed: in any given person's expression, such as through their

_ world view, language, music, religion, art, work, dance. problem solving,

aporta. writing and any other area of human expression.

3
5. There is a strong relatimhip between ltylc lociotcononic level,

5’,‘_ - o 6-"' ‘There 13 a strong rehtionship between style and cultural or ethnic group
i - .  wembership, especially where, for whatever reason, a-given culture or
5 cthnic is also located at a traditional point on the socloeconomic scale,

™

" 7% 'mcre 18 ne evidence whatsoever for a relationship between basic "intelli~

< goncc" and style, -Able people are found to the same dsgtu anong all -
B style users. Gross error is mads when given style users aisunderstand
L . the expression of intelligence through style and define intclugueo
T myopically and aolcly in terns of thur owmn-styles.

8. Every style 1is necesury. valuablc;» useful :ln huun experience if
' gocicty is to function fully. .

9, A "gifted" person is one who has :l.nétguted and hmon:l.zcd the polar dis-
pocitim within hiuelf or hurulf. ,

10,. At a given time during a parti cuhr people's history, one or another style
comes to characterize a modal thrust for that people, When that occurs
.- to an extreme, alternative style users will experience in direct propor-
all people conform to one.style),

= 11, It uy be said that the "gifted" society is one which hu harmonized and
.- :l.ntcgutod its polar d:lsposit:lon and has them 1n balancc.

w7 759

tion to that extremity, a degrese of opprcuion (1.e., the requirement that

A
J -

in Liberia, It:is barely recognizable as the same dance vhich thrilled theSouthern

opposite extremes of a continunn along which:other ltylu uy be identified. .

~
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12, Not only do people who are tested or assessed express a style, The. .
-~ people who do testing, assessmen: and interpretation about others' .
" behavior are themselves expressing a style in their“profeasional practice
- and approach, It is the assessor,above all,who is responsible for the
- - Way the general public comes to view stylistic variability, The misassess~

ing the kettle white," Practice of those who do assessment reflects
clearly a dominant style where the assessor frequently thinks of his or

] her assessment data ‘as all there is to be assessed, since many, 1f not -
‘ " most,assessors are “"mono-stylistic," o ~

13." A given style user will take the behavior of another style user and will
Rot experience it as that behavior actually is, but will reinterpret that
experience in terms of her owm experiential views or her ovn experiential
"framework ("translation" or even "transformation"), thus frequently losing
the essence of the expérience of the person being observed. In some cases
the assessor can comprehend the experience of another style user only by,
“actually "changing" that person's experience, The assessor who occupies”
an extreme position on the style continuum will be "blind" to things that

-

actually exist in the behavior of the style user at the otlier end of the .. -

continuum, The user of an extreme style must do this in order to main-
tain his or her own personal balance, An old example in the history of <«
assessment is the theoretical dictum, "everything that exists exists in
some amount and can be messured." This theoretical dictum which was
simply a statement about experimentsl necessity hias become 'for many inves-

/ tigators an article of faith in a new religion which might be called

scientific positivism (another expression of the "atomistic~objective"

Y position), ‘ . S ‘ :

It should be clear that if one accepts the assumptions above, all traditional
activity in the area of "standardized" assessment must be examined in a new light,
For example, notions- such as "norm" must be reconceived, In-fact, there are many
"norms." In order for a norm to take on meaning, it must ‘be viewed in terms of a
given socidl context, Another example of needed reconceptualization is included
in the attempt to seek a "standardized view" of human experience, This approach
is not a "neutral" or "scientific" approach, It.is, in reality, an attempt to

- view reality from a part.of reality itself, In other words, the "standard" for
“viewing human behavior (a standardized gest), 1is itself-not external to the rool
of things which are being observed., Users of standardized tests and assessment
procedures sometimes seem to view themselves as external "objective" observers
viewing human experience from Olympian heights, That may one day be possible,
In 1976, however, all efforts to view human experience betray the viewer's con-

tinuing participation-in deeply rooted stylistic modes.

-
%

- It has been necessary to utiiize ‘a significant*’%a:r't of this‘ report for the
discussion of style. This is because we find style to be a central problem for

" 8ny approach to assessment, Those who have personal and/or financial investment

in standardized approaches ‘to assessment cannot be expected to greet such an asser-
tion with happy expectation. The implications for assesasment are clear, While
it may be possible to think in standardized terms about themes in human behavior,
it is impossible to standardize -the particulars of human experience which will
revesl the variety in themes, What we have had heretofore in standardized tests

-

"' ~

of intelligence has been the implicit requirement not only.that behaviqral themes / .

ment of intelligence in cfoss-cultural settings is & case of "the pot call- .

Yo
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the vorst, That highly specific standard vocabulary
scross generations of American citizens. Particula
responding siodes on standardized tests are enshr

-
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B must be thought of or approached in standard fnhion; the particular information
:  through which we learn about behavioral themes is also stand
restricted, Therefore, ve have come to a point where "intelligence" can be

1zed, limited, or

measured only through a specific language, and even worse within that specific
language only ‘through a highly specific standard vocab

'y. Yet, that is not
ist maintain its meaning
test problems and particular

< - vhich all must pass, no matter what their
‘ .be validated, It can be seen immediately

bility, and familiarity are guaranteed,
then we need to go no further, |
the truth about, the dynamics of hum
 must leave room for information ab
ceived, It is necessary, therefor

mono-stylistic approach to the sésessment

all

and becoae the por

through

L - to the requirements of the industrial analo
.. ¢ uniform, then mass production, interchangesbility of parts, economy, predicta=-

shape, in.order for their experience to
that /such an approach is highly suitable
s If everything is standardized and

f those are the ends of assessment,

ex; if the end of assessment is to discover
ehavior in all its complexity, 'then we

aspects of that behavior to be per-

». to move beyond the superficial treatment of &

and interpretation of human experience

in' order :to approach the develdpment of an alternative to existing tests of

intelligence for the discove
or otherwise, ’
. @

%
z-*

of the ability misassessed, be they people of color
. . ) ‘A




'CHAPTER V

Anecdotal and Other Material :o’nm'mu the L:greuion of Beheviotel Style

, It is necessary at this point to offer exnplu of the application of the
principles which have been explicated through the asiumptions abcut style which
were listed in the previous chapter. In order to do this, thres areas of common

- human experience have been selected as examples, raligion, music, and langusge.
' =~ Mamy other areass could have been selected and treated in ctly the same fashion.
% - The intent in selecting these examples and in giving some idetailed treatment is to

" . {llustrate the validity of the concept of style and the fact that "intelligence"
“or “attitude" is a function which is independent‘of, or more precisely, which is .
‘expressed through beheviorel et:yle. . -, T

. The gtueion of Beheviorel sale in’ Religion L

By ueing Afro-A-erieen religione, practice and experience, and by eonttuting
that general experience with the general experience of Euro= icans, the utility ‘
of the construct of "style" as an analytical tool should be apparent., It should -

»*  also be clear that each tradition springs from a unique historical development and N
- can be understood only by reference to that history. Idowu (1975) and Mbiti (1969)
represent the most recent serious etudy of African religion. \Both have been
trained in Western as well as in African theology and from that perspective offer
~ very helpful information, Idowu makes an early observation .of| the eultun% encap-
# sulation of Western theologians which prevent them from understanding religion in
any full sense. "Unfortunately, by and large, the theologlan-qf today is a very
handicapped person, To begin with, he still lives with the age-old -erroneous notion
~ that only one religion, namely Christianity, has t.heology, vhich makes nonsense of
the linguistic, conmopationel significance of the word, Recently the question of the
" degree of the Doctor of Diviaity, one of the highest degrees %o be avarded in the
universities of Africa, arose and the demurrer vwas raised that the "D.D." had
always been awarded in connection with Christian theology; "thet. therefore, it might
comprise a department whose avowed poeition was that of religionias a comprehensive
/dieeipline. The corollary to this is obvious: a Doctor of Di ity is incompatible
vith Islamic studies, and very much less so with a thing like Afrd.cen traditional
religiont" (p. 10) The opinions of external observers of Africmsreligious belief E

NG

and practices not only reveal the misunderstanding and misjudgement of the African
belief system, more importantly, these opirions are chuicel illustrations of
. _observers-establishing their own world-view as a "norn" and viewing other world-
, °  views as "deyiations" from that norm, Such an approach is similar)to the approech
h in teeting which we have called "Type I Question," "Do you know what I know?" °©

Other- terns employed to describe ‘African religion include? animism, °
totemism, fetishism, and naturism, We need not go into them here,
These and. the previous terms show clearly how little the utside
world has understood African religion. Some of the terns are being
abandoned ds more knowledge comes to light, SBut the fact remains
that African religions and philosophy have been subjected to a great
deal of misinterpretation, misrepresentation and misunders ending.

. They have been deepi:ed, mocked, and dismissed as 'primitive' and
' underdeveloped. ' One needs only to look at the earlier ti§1ee and
accounts-to see derogatdry lenguege used, prejudiced descriptions
given and’ felge judgement pessed upon these religions, 1In ssionary
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. _ spiritual or metaphysic.l. v

-

circlea they have been condemned as aup‘:ltition. sstanie, dcvtlilh, .
and hellish, In spit. of all these attacks, traditional religions have

A - survived and they dominate the background of African people and must be

teckonod vith even in-the niddle of modern change. (p. 10)
0
Mbiti conducted an extensive study coverins nearly three hundred peoplo from all
over Africa outside the traditionally Christian and Muslim communities. _In all
these societies, without a single exception, Mbiti found that_the-psople have a
_ notion of God as the ‘supreme being and that_this was the most minimal and funda-
mental idea about God found in all African societies. Idowu (1975) found that in
Africa as a whole there are really five conponent elements that g0 into the making -
of African traditional religion, These conponents aret o
1. Belief in God
2., Belief in the divinity
3. Belief in spirits
4. Belief in the ancestors - : o
- . 5¢ Belief iu the practice of magic and nadicine
We have already indicated earlier (Griaule, 1965) that a complex and highly devel-.
" oped world-view and religious belief system was characteristic of the Dogon., The
sane can be said for other African tribes as well. Even a cursory review of the
elements ‘which g0 to make up an African belief system should show that these syatens
canmnot be understood sclely'from the framework of a European belief system. This
brings us to the fundamental principle of cross-cultural assessment. That is why .
the "Type Two Question,” "What-is it that you know" must always be asked if the
truth about "intelligence" or "aptitude" is to be discovered, '

In describing African tiligion furgher, Mbiti-makes the following point: -

No line is drawn between the spiritual and the physical., Even life in
the hereafter 1s conceived in the materialisti- and physical terms. It
is neither paradise’/to be hoped for nor hell to be feared. The soul of
man does not long for spiritual redemption, or for closer contact with
God in .the next world, This is an important element in traditional
religion, and one that will help us understard the concentration of

= African religlosity on earthly matters, with m.n ‘at the center of this
religiosity. It 1is here also that the question of the African concept
of time 13’ so important, Traditional religion gnd philosophy are con-
cerned with man in past and present time, God comes into the picture
as an explanation of man's contact with time. There is no messianic
or apocalyptic vision of God stepping in at some future moment to
bring about a radical reversal of man's normal life. God is not pic- .

" tured as an ethical, spiritual relationship with man. Man's acts of

worship and turning:to God are pragnatic and utilitarian rather than

In short, according to Mbiti. African ttaditional religion is not dualistic, and
+ permeates the totality of man's orientation to his environment, Mitchell (1975)
has expressed a contrasting,view which comes from Western thought. - g
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' In the Western view, man, the enemy of all things in the natural
world, seeks constantly to control and to exploit both his enviren-
ment and his fellow human being, Even though 'sunny’ African exis-
tence requires hard work and is plagued by such thiags as tsetse flies,

the African had outward as well as inward reasons to be less aggressive
and more trustful of the universe and its creator, . .

]

If Vestern religious beliefs can be described ‘as one where the believer.sees him-
self or herself as distinct from other parts of the environment, then we have one
of the defining characteristics of the atomistic-objective style., The observer
in this sese considers himself or herself to be.less a part of the enviromment
being observed. Mitchell (1975) points out that African religions have neither
"founders" nor "reformers" and that they have neither "authorized versions" or

"eanonical scriptures.” Their religions simply flow out of the life of the people. -

Clearly this is a much more open-ended approach to bplief and would conform to
many of the characteristics which we have listed as "synthetic-personal." Such

. . & orientation contrasts quite clearly with religion which is expressed as

“or thodox," “authorized," "disciplined," and “formally ritualized." Idowu (1975)
agrees with Mbiti that the African situation is one in which life is not divided

- grtificially into the sacred or the secular, Instead, the African tends to see .

reality as a whole,~in which the things of the earth (material things and man's
daily activities) have meaning only in heavenly (spiritual) terms, On the
matter of formality, Idowu indicates that every cult nas its set liturgy and
that the 1liturgy consists of the pattarn ss well as the subject matter of the
worship service, These liturgies are, of course, unwritten. An interesting
point for our consideration here is that if the participants in the liturgy are
asked to recite outside the context of actual worship, Idowu found that very
often it is either inaccurately or stumblingly said. . Tae world-view perception
and activity in this synthetic-personal style is such that things take on mean-

ing and feel natural only-in a given context and. not abstracted from that cone

text, Idowu contrasts this attitude toward religious experience with contem-
porary atomistic-objective theological analysis. '

Worse still, the theologian of today considers himself modern if he
adopts the laboratory methods in the sense of researching and teach-
ing without being personally and emotionall involved, Thu3 he has
become more and more theoretical and abstract to the detriment of
of truth which he is expected to be speaking and imparting, °

’ o(Pe 10), [Italics mine)

The total integration of religion with all other aspects of life in ;f‘;ica
has been described even more fully by Mbiti, (1969) ) . S e

. Africans are notoriously religious and each people has-its own

- religious gystem with a set of beliefs and practices, Religién _
psrmeates all the departments of 1life so fully that it is not easy
or possible always to isolate it...Traditional religions are not
primarily for the irdividual but for his community which he is a
part...A number of beliefs and practices are to be fsund in the
African society; these are not, however, forgulated into a system-
atic set of dogmas which, a person is expected to accept. People
simply assimilate whatever religious ideus and practices are held

" or observed by their families and communities,,,Wiere the individual

-~
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1s, there is his religion, for he is a religious being and it is thia
that makes Africa so religinus; religion is in their whole system of- )
being...0ne of the difficulties in studying African religion and phii- -
osophies is that there are no sacred scriptures. Religion in African :
society is written not on paper but in people's hearts, minds, work .
hiltoryi'ritunls. and religious personages, like the priest, rainmekers,
officiating elders and even kings,..so then belief and action in an
African tradizional society cannot be separated; they belong to a
single whole...traditional religions have no missionaries to ’topc-
.gate them and one individual does not preach his religion to anothcr...

- there is little if any concern with the distinctly spiritual welfare
of man apart from his physical life; no line is drawn between the.

* spiritual and the physical, Even life in the hereafter is conceivod
in materialistic and physical terms (pp. 1-5).

.

An approach or attitude such as that” above is - in clear contrast to a reli-
gion which requires proselytisins, written scriptures, permanent dogma, and iso-

lated religious practice. Indeed, for people who experience religion only 18
such atomistic~-objective fashion, it is virtually impossible to make sense of the
African religious experience. -As observers, they will find it hard to "see" an
alternative approach, since they wi11 be umprepared to accept it as valid.

The values of standardization, uniformity, precision. and codifica;ion of
belief are clearly derivatives of a European tradition and world-view, In

< Aftica. the expression of religious belief and practice was approximate, themntic.

and gogglar.

The matter of translation of this oral literatv.e is problematical,

‘ There i8 no ‘'authorized' version of a tradition any more than there
can be an official version of a Negro spiritual. I have seen in my
own sources as many as three. versions of the same proberb in the
original tongue. This variety of versions produces a variety of -
interpretations in subtle ways .serving only to further complicate
the afreiay confused implication., Compounding this difficulty is a
gap between English and the African language. Thus it becomes under- -
standable why such a survey of Black belief has not been -attempted
by more Black scholars in America. 4nd Mbiti is. the only African
scholar to attempt a religious view of Africaa folk belief, . o

(Mitchell, 1975, pp. 64=65). [Italics mine] o

The experience of many AZro-Americans in the United States in 1975 sannot
be understood except through recourse to a study of historical roots in Africa
and a study of African retentions in the Afrc-Americans' experience in America,
(Herskovitz, 1941) It is also" recognized that in addition to African retentions
there is a new set of experiences which-has been accommodated and integrated to
form the Afro-American core experience, Afro-Americans if the United States )
today differ in terms of the degree to which they participate in"a “core”
Afro-American experience, This is due to the many different social environ=
mental factors, However, by tracing the development of the Afro-American experi- -
ences and by comparing contemporary :core Afro-American experiences with world-
views and behaviors on the African continent, an understanding of contemporary
Afro-American bchavior is possible. The same can be said of Chinese, Mexican,
French, NativesAmericnn, Irish. or any other cultural group. .

[
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The eerly elevee in America did not, as some hintory nas taught, come as

empty véssels, The restricted experience of slavery and later segregation, far
froe elininating all elenents of an African belief system, actually ected to
© Preserve many of thoee ele-ents.
The enrly eleve then wen not an eager anizist without relioioue belief.
Rather in many ways he was already a 'Christian' believer and precti—
tioner, His epperent openness to the Christian faith stemmed from his
desire to follow his strong religious bent in a manner more consistent
with his heritage...Slaves, not masters, took the initiative to trans-
late their Africen beliefs into English and .into Christian terms.
They sorted through the Christian Bible and’ selected the ideas useful
to them in the new slave experience, By the time the masters were .
willing to concede souls to slaves, satisfied that the Christiar faith
could be used to enforce obedience and increase market value, the
slaves had long since established an underground varsion of the true
faith, and they were well along on their own 'invisible inetitution )

or undergrouri chureh, . (Hitchell, 1975, p. 10)

Not only did & unique Afro~-American theology develop among many Afro-Anericens,
it became the vehicle through which the distinctly Afro-American behavioral
styles were expressed, ' For: “exiaple, it is: quite clear that the predominant
preaching style of early Afro-Ameritan preachers and the.preaching styles of
Eurc -American preachers were quite different, If any" investigator doubts this,
it -is very easy, even today, to demonstrate the difference _simply by having :
Euro-American and Afro-Ameriten preechers representing the two traditions exchange
pulpits.,- .
,_gy - ;
. This independence ie evidenced by the frequent appearance in the
slave narrative of a strong preference ‘for Black preachers rether

~  t.than White, The Whites who were able to preach with any success,

Ut all noted that the response seemed to 'bé to gonality, gesture, °.

> emotion, as opposed to.what they considered ecceptable.conduct.e In .

their Euro-American ignorance, they were unaware of the cultural sig- "’
nals by which. they had inadvertently affirmed African fdentity, The
sounds and signs that constituted a Black communication code, easily - .~
. understood by members of the largely independent slave culture, were
I mistaken by Whites for gullibility and ignorance, whereas in fact,
’ slaves vere really culturally almost self=gufficient and very, intelli-
" gent, That they were perfectly capable of reading White faces and of <
sorting. out Biblicel.ldeae, was proven more than-once: when they res<
ponded with utter indiffereénce or even in foot-voting (welking out)
after an obnoxid s pro-elevery sermon, (Mitchell, 1975, Pe. 33)
P

'ed

'Henry Hitchell says thet perhaps the mnet significent single overt indication of

Afro-Anericen culture or etyie as-it pertains to religion is -the freedom of .
expression observed in the pulpit” and” In the congregition of any given Bleck

_ church, When an Afro-American coagregation resists White style and conformity

and engages in free expreseion, it imports high importance to the feelings of )

the person, This valuing of improvisation and feeling-and resistance to confor~ °
mity -are characteristics of the synthetic-personal style that permeates all  _.

espectn of the experience of the ‘person who practices that etyle.

-
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s . It is instructive to examine the freedom in the oriantation of-some Afro-
o Mmericans toward religious octiptutu and, by extrapolation, any writtea
2R % ut‘thl. v .
LT , The Black preacher is more likely to think of the Bi.bh as, an inex- .
" . haustible source of good preachiiig:material than as an inert ‘doctrinal
T ; and ethical authority., He sees it as full of insights—~warm ‘and wise "
o - and relevant to the everyday problems of a Black man, It provides the
- L basis for unlimited creativity in telling of rich and interesting
S > *  stories, and these narrations commanded .rapt attention while the - -
P eternal truth is brought to bear on the Black experience and the, :
IR struggle  for liberation.: The.Bible undergurds remembrance and-‘givu,
R perasnent relevance to whatever 11{}::1:;:1:30 discernment, "
’ Y 3 < [P
i The Black ptuc}ur dou rot merely use the Bible; at best, he lats the
Bible usé him, His intuitive flexible approach to the Bible leads him
to ask, ‘'What is the Lord trying to teil me today in this passage of .

, . the scripture, ' or 'What answer for today's need does the whole sweep
L of the New Testament give,f and 'How may I see it and tell'it in the

' . language of my people,’' The Black preacher is. not addicted to pat
legalistic or jiteralistic ansvers; they do not work for him,

i e

The Black preacher: avoids the dead. -irrelevant fomuhtions expressed
in the language and thz vision of ast, When he is caught using .
= such a crutch, he is probably desperat for material -and plagiarizing:
. _ or else he has lost some of his 'Blackndss' by-studying in some White
S . " schools of theplogy. At his natural begt, the Black preacher is not
: : 80 concerned h historical 'objective” truth as with what might be
' called religidus truth, He has no intention of making the Bible a
n textbook in science,, For one thing, when he is preaching he is prob-
ably‘not—intereated in-e:ience, Rather he is interested in the Bible
- &8s a reliatle index of God's will for man and in this broad concern,
%, . science finds its proper perspective as ohe aspect of & larger
: ' reslity. (‘ﬂ.tchell. 1970, pp. 113-114) [Iulics mine])

L

. {;‘ : ¢ Offe again it becomes clear that free&on, improvisation, crutivigz expr res-

S sion and flexibility are shown to be valued. Henry Mitchell illustrates this

‘even further by tape recording Black preachers who used manuscripts. ,He found'
o, thit when they yse manuscripts weil, nearly all of them engage in interludes of
conpletely spontaneous elaborstions or illustrations, and that when this
, .8 happens, the messages were plainly more cffective than when the passages were
s ~  simply, read. ‘It is important to note as ve pay attention to Mitchell's analysis
of Black preaching' and 'Black belief,' thlt neither of these things is defined
z ° as aa', '1nco-plete European religious systes.' Rather the Afro-American belief
and prnc ce grows out of a special tradition ani has its own integrity,
2 ‘Another @xample from Mitchell will help to fill out the deacription of a daﬁf/
nant Afto-hericnn style. .

T o }z}} The most certain statement one can make about Black preaching style
W ig that nothing is certain or fixed...the first thing that must be
) \ said a!;;out unusual mannerisms is that the” Black congregation is.very
-, it,pern:luive.{ It accepts a considerable variety of behaviors unrelated

~ | to the message in order (conqciously or unconacioualy) to free

L F :&' s"s -~ , 6 /
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ptaachara to be themselves, One preacher in wide demand by Blacks
‘o> and Whites pops his suspenders when he is really.caught up. in his

—-aaaa;a. Another unbuttons his collar aadwaam to dig his chin

into his chest. Another has proclaimed for years, 'Bless my bones';

still another starts his sermon only after a long and unbelievably .

- *{ntense, even stern, glars at the congregation. Black culture

~

Christians tend to snjoy mannerisx provided they are natural and -

they add interest and signal freedom and authentic: personhood in -
which the congresation participates vicariocusly. The Black culture
preacher does not have to develop a striking mannerism or trade mark
in-order to be counted’ valid but it certainly is not a handicap if
ke happens to engage in strange and colorful action peculiar to him=
Individuality is celebrated angl»ctcccptanca is communi-
- cated by the congregation in a way enjoyed by all who have not bowed
- to the Baal of White ‘conformity, (Mitchell, 1970, pp. 162-163)

_The descriptions which Mitchell has given can be observed in a great number of -

Afro-American congresations in 1976, In the examples above, the following

I'el

&

idcntif:lcdt

<

specific values or”aapactawf bakavioral style (aynthttic-pa i onal). can be

1,

2,

‘ 23
. * l.c
Se
6.
7.
8.
. 9.
.2 - 10,
’ 11.

Inpro‘iia;;io{
Expressiveness
Emotion -

Flextbility .

Intuitiveness
Imagination
People focus

-

"Individual" exiating in the E 2

Novelty
Uniqueness .
Thematic

It is also well to note that many of these same charactcriatica would bc"atrangc.

if not intolerable, to many worshipers in churches which follow Euro=American ~

religious traditions, i.e., Catholic, Lutheran, Episcopalian, Hcthodiat Episcopal,
and so forth.’ S

Students of relizion will note very quickly that some Afro-Amaricana do not

participate in religious traditions as described by Mitchell, They will also ’\

" note that some Furo-Americans appear to follow a tradition quite similar to that

described by Mitchell, In truth it must be said that whilc ethnic group member-.
ship frequently is associated wi:h a given pattern, behavioral style, or rcli- -t

* -glous belief, clearly there are overlapping exceptions -to the rule, S

- » :3
* &

Afro~American Muaic as an Exgreasion ‘of the Sm:hetic-geraonal Sgle 'A :

Perhapa no bettcr documented area of the variety of human cxpcricncca in
the United States exists than that of music., As a consequence, our examination
of this area will be more detailed than the preceding area of religious bsalief
and -practice, As was the case with religious belief and practice, we can-exam-
iqc the area of masical expression and find in it at least three different ways,
avidence for the contrasting style of atomistice-objective ‘and synthetic-personal.
At this point thrdescriptions ofstge "obaeaai\c-compulaivc" atylc and the -
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- "i:y.toriqal" style by David Shapiro can be reviawed with much bmfit. The three
* " - things which are important to note aretl) The Euro-Americrn has, tended to per-
i celwé tha Afro-American experience from the point oflview of the Type One ques-
' tion (Do you know what I know?); 2) The traditional concept of "norm" takes on

)
o

o

* . " fresh weaning when placed in’'a.given cultural context, and has little or no

meaning ‘when' interpreted from the "norm" of another culture tradition; 3) The
"+ - values expressed in the Afro-American musical tradition are almost totally com=
. jgruent with the synthetic-personal style, Shapiro's hysterical style, Cohen's * .
' [relational style, Hilliard's Afro-American’style, Weem's Black style, and :
p . savéral other expressions of style, (Ornstein, 1974), (Ramirez and lastaieds,
., v 197&), (Witkin, 1967), (TenHouten, ‘;973)‘ : . . ..

= " 1. % Baraka (LeRoi Jones, 1963) gives an interesting view of the contrast between
W&u (Euro~American) and African: (Afto’-Amer:lcgn)’msic: -
‘. While the whole Eutopean tradition-tries for regularity of pitch of
', of time, of timbre, and of vibrato, the African tradition strives for
< _the negag.oﬂ/ of these elements., In language the African tradition aims .
-.at. circumlocutions rather than. at the exact definition., The direct
s%znt is considéred crude and unimaginative; the veiling of all

coptents in ever chaneing paraphrases is considered the criterion of
> Zax llence of personality. .In music, the same tendency toward oblig~
uity and ellipsis is noticeable; no note is-att;‘acked%stmight; the
instrument always approaches’ it from above br below, -plays o
gound the tmplied pité}: vithout ever remaining any length of time, - - -
and departs fr t without ever having committed itself to a single
ing, . The timbre~ds veiled and paraphrased by constantly chang-,
ine, by vibratto, tremo. and overtone effects, The timing and )
accentuations finally are not-atated, but implied or supgested, deny-
ing or withholding all sign postsi— (Jones citing Borneman, 1963,
P.131) ([Italics m:[.np]‘ - < o ) ..

B_;n 'Sidran (,1971“ supports Baraka's description, He states~that the White aesthe-
tic was sumned up by Benny Goodman who said, "I am such a bug on
3, formance abo&t“glgxing in tune and want just the proper note values,.:

“‘written gartﬁ‘. I wvanted it to sound. as exactly as the band cauld possibly
it," On thelother hand, Ben Sidran nozzm%‘kgo-é.mg:ican musicians even in
the b_'ig band:.context develop idioms -that relied no written parts, —
" Count Basie's big band had up to 17 men playing harmonically and rythmically
. .advanced music without any written music! It is noted that the Black player,
even as he was becoming more involved with harmonic exploration tended to use
his "ear" rather than to rzad music. The Afro-American musician played off-beat
. 1in.order to avoid ,i;hg stapnant feel of Goodman's on-the-beat, The Black musician’
chog= to rel} on increased voc¥lization or "tone impurity" to help to break i
~.- through the passagé -detatchment of big band work and to return to the emotional
:3azz idiom, L - <

k3 - -
2 L4 »

 White musicologists (analogous to cross-cultural assessment of intelligence)
.. have alvays had sreat difficulty in understanding and explaining or interpreting ~ -
Afro-Aner.:lpaﬁ music, Por example, Jones (1963) cites White musicologists of the” °*
_ 18th and 19th centuries and even some in the 20th century who spoke of the "abera. _
_tion" of the!diatonic scale in African misic, ‘Apparently the musicologists were

“unable to.understand that Africans were not using a diatonic scale but an i
T —‘%;pk‘ . - ‘5r'~: : . - .

v
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. African scale, & scale that would seem ludicrous when analyzed by normal methods .

of Western musicology. Jones (1967) shows that such misperceptions by cross=
“cultural agsessors of Afro-American msical tradition have continuzd to the
prclont decade. ; .

' The musicological analysis of jazz which has come into favor,
recently is also as limited as a means of jazz criticism as a
strict sociclogical approach. The notator of any jazz solo or
blues has no chance of capturing what is in effect the most

. . important elements of music (most transcriptions of blues lyrics
o . are just as frustrating). A printed musical example, of an ’
) . Arastrong solo or of a Thelonious selo tells ue almost mothing
except the futility of formal musicology when dealing with jazz,
- Not .only are the various jazz effects almost impossible to notate,
: ' but each note means something quite in adjunct to musical nota=-
tibn. The notes of a jazz solo exist in the notation strictly
for musical reasons. The notes of a jazz solo as they are coming
e e into existence, exist as they do for reasons that are only concomi-
S T cantly wasicals Coleman's cries are not "musical” but they are.
IS susic, and quite moving music, Orncttc Coleman's screams and
R rants are only musical once one understands the music his emo~ .
) S tional attitude seeks to create, This attitude 'is real and per-
- haps the most singularly important aspect of his music, v

o

o © Mississippi Joe Williams, Snooks Eagalian, Lightning Hopkins,
. RS bave different emotional attitudes that Ornette Coleman. But all
g ' : of these attitudes are continuous parts of the historical and
: o . cultural biogtaphy of the Negro as it has existed and developed
. . since there was a Negro in.America and a music that could be
' associated with him that did not exist anywhere else in the
_ world. (pp. 14-15)
.- Oncc analyzed by Western standards the western critic or listener accord-
.+ _ ding to Jones, (1963), will then utilize his own Western standards as a "norm,"
o For example, a Western listener will criticize atonal and timbral Qualities
"of an African or an Afro-American singer, whose singing has a conpletely alien
end as a “standard of excellence,” -

-

The African singer or Afro-Ameriban blues singer may have a hoarse or
shrill quality, Among some critics this quality has been attributed to their,
"lack of proper vocal training," disregarding or in ignorance of the fact
that among Africans and Afro-Americans, this quality comes as a consequence of
& conscious desire which is dictated by, the culture and which is designed to
produce a calculated effect. Jones points out that a traditional Afro-American
singer and a Wagnerian tenor cannot be compared to one another in any way.

_"They issue from cultures that ‘almost have nothing in common and the music
they make is equally alien to each other." Jones says,"For a Westerner to say
that the Wagnerian tenor's voice is 'better' than the African singer's or the
Afro-American blues singer, is analogous to a non-Westerner disparaging
Beethoven's Ninth Symphony because, 'it wasn't improvised.'" The Western con-
cept of the "cultivation” of the voice is foreign to African and to most

) Afro~-American music., In the West, "only the artifact can be beautiful, . Mere

' expression cannot be thought to'be," (Jones, 1963, pp., 29-30) ‘
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African music was, eccotding to Jones. . L. _—
+eopurely "functional" music whose songs were used by young men to ]
influence young women, or they might be used by workers to make
their tasks easier. It might be used by older men to prepare the -
adolescent boy for manhood and so forth. On the other hand, "serious" ~ -
Western music, except for the early religious music, has been strictly l
an "art," One would not, for example, think of any particular use -
for Hayden's Symphony, except for perhaps "cultivation of the s::%
"Serious music' (a term that could only have extra-religious me
ing in the West) has never been an integral part of Western life' o
art has been since the renaissance,..but in the West:. the "t:tiumph of
the economic mind over the imaginative," as Brooks Adam said, made {
possible/this dreadful split between life and art. (Jones, 1963.

PP, 28-29) -

It is particularly relevant to our consideration of behavioral style and ' . i

its relationship to soss-cyltural assessment that we note the "translation" )
phenomenon, This was discugjg,ed in earlier chapters when we described the person.

who uses the etomistic»objective style, As ne or she encounters content or 1

tasks from the synthetic-personal domain, we may expect an attempt to be made

to "reconceive" and to "translate" the phenomenon or task into a more familiar

framework and vice verss. For example, LeRoi Jones says that although ‘the

White middle brow had known about Negro music only for about three decades, he’

vas already trying to formalize and finally institutionalize it. [Italics mine]

For Jones it was a hideous idea, Ben Sidran (1971) spoke of the reaction of the

White music critic (another example of "translation'') when Blacks continued to 4

follow developmental lines rather than the "rules," . '

™ The Black maicien, in taking the process of cultural, definition into 1

his own hands, infuriated a vast number of Whites, Two major trends
pointed to the growing hostility of Whites toward modern Black music,

The first was the emergence of tne New Orleans 'revivalist's' move-

ment, which was spearheaded by White puriets. who sought to .apply '

both asthetic and' economic pressure to hold back the growing wavé of
'modernism',,.the debate became ’thet the influential critic
Hugues Panassie went so far as er to bop as 'heresy,’ Fanassie's |
.attitude, not uncommon among “White critics in the '4G's, was signifi- i- p
cant for several reasons., First, it indicated the extent to which
some Whites had become committed to Black music, for to refer to an -
idiom of Black expression as a ‘'heresy' is to imply that alternstive
idioms of Bleck expression had been accepted as 'gospel,’ <A

(sidran, 1971, p, 97) ° ¢

.
et -

The situation got so bad that msicel criticism was only able to tedeem itself -
many years later, Jones (1963) points out that the characteristic ctiticism
of "be-bop" in jazz fan magazines like Down Beat was so bad that they only . 1
recently had to re~review the classical be-bop records by ‘such greats as ‘
Charlie Parker and Thelonious Monk, Then, at this late date, they have given
them wild acclaim, because the first reviews seemed to be so wrong-headed, ‘
'l‘ypicel of the early comments are those cited by Jones which were expressed by
jeu critic Rudy Blesh in the Herald Tribune: - . }

S
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- Afro-American, in general, has come from a

. ] . . i
The irrelevances of be=bop are exactly what they seem; they add up
to no unity, to capricious and neurotically thapaodic spquences of
effects for their own sake,. Re-bop comes ptecatioualy\close to com-
plete nonsense as a musical exptealion,..fht from a zzﬁuination-of
. Jasz,be~bop is not jazz at all, but an ultimately degegnerated form
. of swing exploiting the most fantastic rhythms and unrelated haruony
that it would seem posaible to conceive. (Jones, 1963, pp. 189-190)

-
-
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Quite-clearly this critic was not aimply gxptessing ctiticiam, but a whole value
‘system that was totally antithetical to that which has been described here as
syntheticepersonal, This critic apparently sought "order," "permanence,"

-"initation," "conformity," "regularity," and so forth, It is also important to

note not only that these were spparent values of the critic, but that this -
eritic aought to impose those values on musicians whose expressions came from

a totally different experiential frame of reference. They were unable to under- -~
‘stand that there could be more than one "norm." Once again, this is analagous

to ehe work.of psychometric or othex asseasmenta which are made eross-cultutally.

Cuthbett Siupkins (1975), in speaking of another jazz ctitic, sumnntized
the bnaic ptoblem in crosl-cultutnl musical asaeasmentt

Hentdff's statement reveals at least three:common failings of the
- critics of Black music, possibly music of any culture., He exhibits
the arrogance which blirnds:him to the fact.that he has not mastered
the saxophone and therefofi is incompetent to make statements like
"Coletrane...continues to imptove." Secondly, he confuses inability ~
with honest differences, writing,' 'sssColetrane's tone is often
strident at the edges and rarely appears able to sustain legatto soft-
ness as Getz can." Hentoff seems not to have considered the possi-
bility that each musician mny have his particular sound because he
likes it, not because he can't produce a particular sound; thirdly, )
there is bias, Hentoff wopld like to hear certain types of "softness" -
in the record. This is a'value judgment which indicates shallow o
thinking not unique to Hentoff. He states that gentle sounds are *
"note complex to do,...that the "power"-in Coletrane's playing as
"spontanecus emotion" is less complex, Who could say that power is
simpler than gentleness, Hentoff seems to have oneé standard to which
he would like every musician to adhere. (Simpkins, 1975, pp. 63~64)
' [Italics nine] “

-~

What has been revealed ln this examination of musical criticism is more_ the
~critic's personal preference or attitude tqward what music is "supposed” to be
than a description of what jazz is. The critic's criteria are applied not only
to Black music but to all American music as well, However, these criteria are
sinply one alterrdative from among many for iqking about music, Clearly the
radition quite different from that
of the European. - Ben Sidran has captured a part of the essente of the Afro-
American aesthetic, He shows that the ability to expetience and to communicate -
"emotional" content on a broad level is a salient chatactetist;c of the Afro-
American musical tradition, He points to ' man's" failute/to "detatch
intellectually" from expetience, and his unwil ingness’to "catéegorize," "special-
ize," or "analyze" experience, Ultimately, thi§ has been a strong point in the -
survivnl of Afto-American music in Ametican cult re. Note that this criticism
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is really a reflection of atomistic-objective values,’

. Afro-American music can be describved in its own right, without unduerefer-
ence to the Euro-Americsn cultural stream, Jones (1963) shows that melodic
diversity in African music came not only from the actual arrangement of notes,
but from the singer's unique vocal "interpretation.”" In the African tradition,
the meaning of a word might be changed simply by altering the pitch of a word
or.changing its stress. This signal system carried over into musical expression,
It has already been pointed out that African music is "fuactional." It is
"{mprovised," "spontaneous," ''social," "free," "emotional," "flexible," "expres~ °
sive," and "intuit?ve," These characteristics are very close to the description
that we have made of the synthetic-personal style.

Taylor (1975) has_summarized the contrast be:wéen Western and Non-Western
(African music) using Charles Keel's graphi, Tnis contrast -is also very close
to our contrast of the atomistic-objectivq and sxythetic-personal styles. -.

-

-

Characteristics Eutqpean[ﬂestefﬁ African/Non-Western
Mode of construction composed improvised
Mode of preséntation repeated performance single performance
Mode of understanding syntactlic processual
Mode of response mental : motor ,
Guiding principles .~ architectonic _ "visual drive"
: (retentive) ) . (cumulative)
Technical emphasis harmony-melody- " pulse-meter=-rhythm=
- ' ‘ embellishment-vertical horizontal
Basic units ‘ "sound term" (phrase) gesture ‘(phrasing)
Communication analogues linpuistic ) para-linguistic
Gratification deferred . immediate
Relevant criteria coherence ’ spontgneity

. ‘/ -

¢t In the Afro-American musical traditiod the "solo" is rare (Oliver, 1970).
- As has been mentioned before, the "writing" or-‘'phrasing" of much Afro-American

music transforms it into somethinp else, For example, Janet Robinson-Mhrphy

complained about how inadequate the song books were for the Jubilegas ngers.

- She ‘mentioned: . -

There was nothing in the song books to show the singer that he must
make nis voice exceedingly nasal and undulating, that around every
prominen; note he must place a variety of small notes called "trill-
ing" and that he must sing notes not found in our scale; that he
must on no-account leave one note until he has the next one well
under control. He might be tempted...to take breaths whenever he
came to. 3 end of a line or verse, but he should carry over his
breath fro line to line and from verse to verse, even at the risk
of bursting blodd ‘vessel, He must often drop from a high note to .
a very low one, He must be very careful:to.d<vide many of his mono~
syllabic words into two syllables,..He {ust intersperse his sﬂﬁging
with peculiar humming sounds--"hum~m—m9m." (0liver, 1970, p.g66)
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‘Another integral aspect of the traditional Afro-American style in music ‘
is "playing by ear," Locke (1969) pointed out that the Afro-American musician
had a whole chain of musical expertise, He had to have a musical "ear" and an

stinctive" feeling for harmony as well as the "courage" and gift to "{mpro~- _
,/4i:e" and "interpolate."”. Finally, he had to.have an uncanny semnse for "total
. ' - effeét," When musicians are required to read music in order to play, the domi-
. . nant value which i3 expressed is "pre-conception," whereas, when a musician
masters the art of "playing by ear," the dominant value is "creative conception,"

- _-At its best, as in the music of Ornette Coleman or other improvising soloists -

. such as Charley Parker, their purely extemporaneous Statements cannot be repro-
i duced by any notation (Jones, 1963). Indeed, to do so would be a fundamental
violation of the value system of their behavioral style, Traditionally, the
jazz musician's music has been created out of the interaction between the combo
\ and the sudience, Feedback from the audience has played a major role in that
" .creativity., There simply is no-way to notate feedback, to reproduce it or to
* .pre=conceive it, The values expressed in either style are appropriate to that
.- stylé, To judge one by the standards of the other is pure insanity.

L)
v

Barly Afro-American musie, like even earlier African music, was also pri-
narily -"communal,"

-

Primitive jazz, like most Afro-American music that pceceded it, was
~ X a communal collective music, Famous primitive ensemble styles of
early jazz allowed "off-breaks" or small solo like statements by.
_ individual player@s, but the .formal intent of these breaks was still
] dominated by the formal intent of the ¢nsemble; they were, usually
AR < »just quasi-melodic punctuations at the end of the ensemble chords,
. "Jazz, even at the time of Oliver's Creole Band, was 'still a matter of
-~ collective improvisation, though the Creole Band did bring a smoother
and more polyphonic technique to the ensemble style,
R S ‘ ) ‘ ~ (Jones, 1963, pp. 155-156)

One of the most time-honored aspects of Afro-American music is "freedom -

and “improvisation." The traditional Afro-American musician detests cliches,
They strongly resist confinement, “; } \ R

. He (John Coltrane) didn't wear socks and hadn't worn undervear since
. he was eighteen, He disliked anything that wus restrictivg, from
music to the clothes he wore., Once asked about utilizing Shoenberg's
twelve torie system in his improvisations, his answer was "damn the SR
rules; it's the feeling that counts; you play all twelve notes in
your solo anyway." Around the house he would flop around in old,
soft shoes with the back of his shirt half-way out in a comfortable )
, carefree manner, When in Philadelphia he once bought some new stylish
/ . shoes, but they were uncomfortable and he.wore them only long enough
- /f to show his mother, (Simpkins, 1975, p. 107)

Not only did Coletrane resist conformity in music, he refused to impose conform-
// ity on others.
Look man, T can't tell anybody_ now to play their instrument, I can
Just about play the saxaphone. I'm busy working on that, I can't
. tell anybody how to play their instrument, so don't ask me, Just
P music is the subject matter, this is what we're doing.

(Simpkins, 1975, p. 127)
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An interesting variation, and approach to improvisation, occurs oftem in |
- many Afro-American churches, Fauste (1944) has observed that often there is S
only a piano to accompany the singing in church, aud that an interesting thing /
- about the player of the piano is that he usually picks up the melody accordiag '/
to the key of the singer, This reverses the practice in orthodoxachurchec,wpgte}-;
the instrumentalist first gives the key to the singer and the singer follows, It
should be clear that the value of spontaneity is served to a greater degree for{ 3
the singer if the singer has the "freedom" to initiate the desired key, In ‘/ X

another musical tradition this might be intolerable, It's a matter -of style!

omical and instructive

RO OAXR - /
» . N h " oL . )
King Oliver who ultiﬁi;ely brought Armstrong up from theiSouth ind/ c
with-him Armstrong's £irst recording, had an elaborate rystem of -
signals worked out-with his man to keep his improvizational tech~ |
niques a secret from others; he would use these signals, for example,
after his playing when the 'alligators' would: take out their pens and
pencils and copy down his music on napkins, table cloths, and even s
shirt cuffs, This professional Jealousy had a very subtle effect on °
Black socialization, On the one hand 1t seemed to sfimulate and
increase the importance of innovation, or at least of iadividuatio
within a normally group-oriented society. On the. other hand, - the
stress on the individual tended to alter slightly the warm, "extended: -
family" pattern of socialization in the South and to replace this
greater group interrelation with smzll musical 'in proups' or 'clans.'
This ‘in-grouping' is perhaps a central cause of the exoticism of"
Black music in the urban ghetto, as each 'clan’ attempted to out-
perform and surpass rival groups with even bolder innovations,

épeﬁ'81dtan reports on an anecdote that is both ¢
about Afro-American and Euro~American musicians,. .

‘It can be seen through such examples that the African and early Afro-American
styles are evolutionary, are modified by and modify any musical tradition that

. 1t ‘touches." . ' e

It was mentioned earlier that "writing”" traditional Afro-American mus%l

operated as a constraint on the_performers who came from. an expressive tradi-
tion, It has been noted by some, that the advent of recordings produced the’

.same restrictive effect, As Ben Sidran has'indicated, not only did recordings
"freeze" music and allow critical "distance” and "preconception” to develop,

hut because of the three minute time limit'of the early electromic recordings,

the extended improvisations of the Afro-American were curtailed, The musicians

were forced to encapsulate their ideas, to pre-structure their "improvisations"

in order to fit the record., Moreover, they had to aim their music at a "tech-

.nological"” rather than a "human source" of feedback., This forced Afro-American

. musicians to accommodate by developing a sense of abstraction and a new profes-
sional distance from their music. . .

A word should;be said about improvisation. Occasionally it seems to the
Western ohserver that improvisations are totally free and that there are no '
"rules,” 1In improvisation, however, the theme structures the per formance.
.An example from Africa ig cited by Oliver:

v —

The crossing of the-géat must be established after that is done,
Additional drums may be added with main beats of the bar coineciding
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with one or other of those already beating, Father Jones nas explained,
but with a different rhythm; or in the case of the master drum, once the
first two drums have established a cross rhythm,  he may do just what he
. likes, He usually creates a series of rhythm patterns whose main beat

‘L crosses at least one of the other druma. Professor Nketia pointed out
that the rhythms are congeived either unilinearly with the pattern

"assigned to one drum or a pair of drums played by one man orito many v

drums played by different men, In the latter case, a number of the
A ﬁ-~aeae types of drums or different drums may be playing a particular set
*. of rhythms together:' or multi~linearly where ‘a number of rhythm pat-
terns or adopting different sequerices of- patterns in such a way as to
off-set some beats of their respective patterns,' Against these may be -
played hand claps, often by two or three individuals or groups of people
. . vhose clapped rhythms are also played against each other while the 'gong'
' or clapperless ‘bells establish a metronomic time signal, The sugges-
tion that the master drummer may 'do just what he likes' is rather mis-
* leading, for the length and character of the rhythm phrasee are detexr-
mined by the function, the nature of the dance,’ and the ‘plece' that is
being performed. Improvisation is,in fact, very strictly controlled,
As Nakasha-has pointed out in the peper on the music of the Gah people,
' The drummers of an ensemble cannot just drum what catches their fancy,

. they have to know what is required of them in respect to rhythm and
- tone, they have to know the basic parts assigned to each drum and how

) they are intended to be combined; for although the resources of the

_drums are limited, they-can be arranged in different ways so as to pro=-
duce drum pieces which can be clearly distinguished from each other,'
(Oliver, 1970, PP 35-36)

% A final word needs to be said regarding the matter of "emotionality" in
Afro-American music, The power and emotion of Afro-American music is illustrated
. by .LeRol. Jones (1967) by recourse to the imagination, Anyone who is familiar with
popular rhythm and blues orchestra leader and singer James Brown can try the
following exercise, Imagine James Brown in the lobby of a huge bank singing his
million seller "Money Won't Change You, but Time Will Take You Out," .As Jones
.says, "If this is played in a bank, the total environment is changed. Not only
_ the sardonic comment of the lyrics but the total emotional placement of the
rhythm; instrumentation, and sound releases an energy in the bank that summons
images that take the bank and everybody in it on a trip, that is, they visit
another place, a place where the Afro-American lives,"”

Once again it can be seen through an additional dimension of human experience
that the core behavioral stvle of a people causes experiences to be constructed.
around that specific group's cultural norm, It should also be seen that no real
understanding of an "event" or "behavior" is possible apart from a consideration
of that event or behavior situated in its cultural context, )

L.

The Expression of Behavioral Style Throug Langgage

Language is far from an incidental matter, No discussion of "intelligence,"
which is known almost totally through language, can be intelligible apart from a
full appreciation of this culturally situated and embedded process., Shakespeare's
Caliban and Prospero offers us an excellent model for consideration,

.

76

Ll

4

-



- p R + e «
; Caliban and Prospero:t as O, Mannoni and George Lamming (born 1927)
: ¢ have pointed out, the reletionehip between these two characters in
Dl .The Tempest can be interpreted as similar to the relationship of the
v - two opposing sides in a colonialist society. This is not, of course,
r:' ‘ # to dreg Shakespeare into modern .controversies or credit him'with ideas
some wiy ahead of his time! But the parallel drawn strikes me as
highly illuminating, and I believe can be ﬁollowed up further rhen
has been done by Hennoni and I.em:lng. .
. Proepero has given Celiben Lenguege- end with it an unstated history
'  of consequendes, an unknown history-of future intentions, This gift
of language meant not-English, in particular, _but speach and concept -
.48 & vay, a method, a neceasary avenue towarde areas of the self which , l
] covld not be reached in any- other way, It is this way, entirely |
- . Prospero's -enterprise, ‘which makes Caliban aware of possibilities, o
Therefore, all of Caliban's future--for future is the very name for i
possibilities——must derive .from Proepero'e experiment, vhich is also
his r:l.ek. .

M

" ]

Provided there 18 no extraordinary departure which explodee all of
Prospero's premises, then Caliban ‘and his future now belong to
Prospero,,.Prospero lives 1n the absolute certainty that Lenguege, which .
is his gift tc Caliban, is the very prison in which Calibsa's achieve- i
_ments will be realized and restricted... 3
Lauming is right: 4if Caliban is no more than a part of nature, he ill
} . never be able to break out of the prison of Prospero's language: all
L7 the culture he can obtain, as is Prospezo's intention, must then derive -
from Prospero's language and mentaiity; and everything Caliban does -
. will be derivative. But suppose Caliban is also part of a culture, a
* . -different culture unfamiliar to Prospero., Caliban remembers this but
can grasp it only in images, not words; he is imprisoned in Prospero’s
lenguege and his own servility, N

Onga Caliban has recognized the limite and roots of Proepero s power,
he may try some further unsuccessful revolts, but if his urge to free-
dom ‘remains unbroken, the idea is bound to occur to him in the. end--
helped by the education Prospero has given him, however defective,

) . that his mother's powers, the voices, the instruments and the ‘riches

_ that dzop in dreams, all belong together: that they form a culture,
}

but one very different from Prospero's book culture, He, Caliban, must .
&t last wrench this from dreams into reality, in other words, consciously
recognize it, He does this through lenguege, Prospero's lenguege, for-
he poeeeeeee no other, - ) . '

So he eeptures' in his ovn and Proepero‘e lengue;e, a culture Proepero o
did not create and cannot control, which he, Caliban, has recognized
as his own, But in the process the language is transformed, acquiring .y
- « different meanings vhich Prospero never’ “expected, Caliban becomes -
BT "pilingual,” That language he shares with Prospsro and the language he
- ‘ has minted -from it are no longcr idéntical, Caliban breaks out of the
{ : - , prison of Prospero's language, This provides a new point of deperture.
| , . .
|
|
|

@




Ptospero s lessona cannot be unlearned, so Caliban will continue to .
understand Prospero's language, But Proopero will have only a partial
grasp of the lanpuage which is now Caliban's own, so.long as he retains
his old attitudes, He is bound to miss essential parts, nuances and

references, everything that relates to that different cultural back- °
ground. and so he will misunderstand Caliban's new lenguege.

——

But Prospero can_have himself initiated into the new lenguege, which
has been extended by Caliban to take in new fields of experience. The
condition for this, however, is that Prospero asks Caliban gueetions,
that he is willing to be instructed, and is instructed., In fact he
must abandon his colonialist arrogance, shed his claim to be the

master race, and consort with Caliban on the same level, . Thus Caliban's

W
- 1iberation rives Prospero too a great opportunity: the chance of turn=-
i ing from a_tyrant into a humane person. (Janheinz, 1969, pp. 239-243)
. If it takes two points to make a line, a third point will help to'verify the
line, - Having ‘looked at religion and music, we will now turn to a third and final..
detailed example of how an understanding of behavioral style is required for any

|

. neaningful interpretation of human experience. Although there can be many other -
points along the line which we have been following, language is a pettieulerly . 1
|

. important puint to consider, especially when it comes to the assessment of "apti-
tude,” it is important because language is the primary tool through which we have
attempted to obtain information about the "intelligence" or “aptitude"’ of other
individuals, Any lack of sophistication in understanding how language works will
preclude the possibility for rational analysis and assessment in cross-cultural
settings, Virtually all "IQ" tests depend upon language. Yet, there is no indi-
cation that any .IQ test has been developed so as to take into account the varia-
tions in vocabulary, syntax, para-language, or ‘other aspects of language for which
major cultural alternatives or styles exist. The psychometrist's insistence and
_dependence upon “standardization" seems to require an assumption of a common
vocebulggz, a common syntax, tomimon para-linguistic ‘features and a common cultural
situation. For it is only by gpming the erroneous assumptions that differences in .
performance can be compared in a “standard" way through "standardized tests." Yet,
even a superficial examination, with a limited knowledge of linguistics, and socio=
linguiatics in particular, reveals that it is a gross error to proceed in that., We
may not know all that is needed to remedy poor assessment., Howcver, we can see

- clearly where major problems exist. : . ’

In education as with many other areas in the behavioral sciences, the primary
tool for accomplishing professional tasks is the tool of language., It is remark-
able indeed that so few educators or behavioral science helplng professionals have
studied this tool systematically. Fewer still have developed the expertise to

! apply it skillfully, Understanding. language and how it works is not the same

thing as being able to speak a language, The failure to understand this simple .

principle is at the root of much of the malpractice which occurs in the area of .

crcss~cultural assessment, There have been sensitive and sophisticated observers

of the dynamics of human interaction, Frantz Famon (1967), an ilgerian psychia-
. trist, was among the keen observers of human behavior who truly understood the
dynamics of language and the.effect that language had on communication and under-
standing, .

o
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. To speak means to be in a position to use a certain syntax, to grasp °
", the morphology of this or that language, . What it means above all is
: to assume a culture, to support the weight of a civilization...A man
. who has a language, consequently possesses a world expressed and
implied by that language, What we are getting at becomes plain, ;
Mastery of Ianguage affords remarkable power. Paul Valery knew this,
for he called lancuage, 'The God gone astray in the flesh.' (pp. "17-18)

« Some human service professional practicioners seem to have understood the
problem somewhat, For example, attorneys at law have understood the critical
need- to master specific techniques of communication, For them it is not simply
2 matter of speaking' good Enplish, although that is important, The succesltgl
practice of law actually depends upon the skillful manipulation of English, .
either written or oral in order to create & mind set, to structure relations, or °
to pinpoint meanings. More than that, as a part of the law curriculum itself,
attorneys study the technique of asking questions in order to utilize courtroom
or interview interactions, to maximum effect (Hilliard, 1974), It has been but
recently that educators have begur to pay systematic attention to their primary
£20l, Studies of questioning strategies are now quite common, However, there
is a peneral ignorance in ‘our field, of the knowledge and insights possessed by .
the sociolinguist, , Those who function in the area of psychological testing, have
paid a tremendous cost for this ignorance, . Howevar, the children who have been
misassessed. have paid a cost which is geometrically higher than that.

The undets;anding‘of sociolinguistic principlés would have eliminated decades

of misassessment of the intelligence of "primitive" peoples, It was
Benjamin W ~rf (1956) in 1927 and for several years following.who understood the

. cohnection between language, culture, world-view.and thinking, For example,
- Whorf indicated that Indo~Eu opean languages can be roughly calibrated English,

Mathmia, and Hopi, calibration, says Whorf, is structurally difficult, if not
impossible, 3peakers of Chinese dissect nature and the universe differently from
Western speakers, A still different diisection is made by various groups of 3
American Indians, Africans and the speakers of other languages. Whorf and his
analysis also put to rest the mythology about "superior" and "inferior" languages
and thinking, For example, he noted that among the Hopi, events always include -
"space” and "time," since neither is found alone in the Hopi world view, <There-
fore, his language pets along adequately without tenses for its verb, and permits
the Hopi to think habitually in terms of "apace-tgme." Whorf goes on to indicate
that to properly understand EinsFein's relativity theory, a Westerner must abandon
his spoken tongue and take o the language of calculus. However, a Hopi has a sort
of calculus built into him, Whorf indicates that Hopi is a better language for"

French, German, sian, Latin, Greek and the rest;. but when it comes to Chinese,

.scientific.investipation than are the Furopean languages,

Relatively few lanzuag;s of the cultures have attained to modern civili=
. zations and promised to overspread the globe and cause the extinction of
' . hundreds of diverse exotic linguistic species, but it is idle to pretend
that they represent any superiority of type. On the contrary, it takes
but little real scientific study of pre~literate languages, especially
v those of America, to show how much more precise and finely elaborated

the system of telationéhips in many such tongues than is ours, By com- ﬁ»'

i parison with many American languages, the formal systematization of
‘ ideas in English, German, French or Italian seems poor and jejune. Yhy,

N v
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sy ©  for instance, do we not, like the Hopi, use a different way of expresa-
)" \ ing the relation of channel of sensetign (seeing) to result in coneciouo- .
T - =+~ -ness, as between 'I sqe that it is red,' and 'I see that it is new,' We *
] \ . fuse the two quite different types of relationships into a vague sort of.
\ connection expressed by 'that,' whereas, the Hopi indicates that the first
Y . case presents the 3densation 'red' and in the second, ‘seeing' presents
S\ unspecified evidence from which is dr-m the infersnce of newness...
Doas the Hopi language show here a hiz r plane of thinking, a more
. rational analysis of situations, than our English, of course it does,
In this field and in various others, English compared to Hopi is 1like a
' bludgeon compared to & rapier. We even have to think and boggle over
.. the question for some time or have it expltined to us. before we can see -
. 4 the difference in the relationships expressed by "'that' in the-above - ¢
e . examples; wheress, the Hopi discriminates his relationships with effort- A
less ease, for the forns of his speech have aecustoned him to doing-so.
\ o . - (Whorf, 1956, p. 85)

Hhorf goes on to say that many American Indian and African lanzuages abound in finely

wrought, besutifully logical discriminations about causation, action, result, dynamic

or energetic quality, directness of experience, etc., all matters of the functions

of’ thinking, indeed the quintessence of the ratio Accprding to Whorf, in this

respect, Hopl far out-distances, the European langdages., Wihorf takes issue with-

such words as "pre-literate," He indicates that, far from being sub-rational,
""pre-literate” or "primitive" communities may show human minds functioning on a .

higher end more complex plane of rationality than among the so-called civilized man,

Whor £ indicates that we do not knmow that civilization is synonywous with rationality.

Ste&art Chase wrote the foreword to Whorf'a book. In that foreword he pre-
sented a& excellent set of prineiples which have immediate practical relevance for
- as:eosnents which- depend upon the use of language: L , .
L)
l. There i3 no one metaphysical pool of universal human thought.
2. The speakers of different languages see the cosmos differently,
evaluate it differently, sometimes not by much, sometimes widely.,
3, Thinking is relative to the language learned. - Theére are no primi- -
- tive languages., i
e 43 Research is needed to' discover the world-view of many unexplored
) " langua ges, some now in danger of extinction,
5. rm:gcere along the line it may be possible to develop a real
4

interhational language. Some day.all peoples ‘'will use language at -
" capatity, and think much straighter than we do now,
' . (Whorf, 1956,

. -

"Much more can be said regarding the principles of sociolinguiatics which have
developed to a high degree since the time of Benjamin Whorf, Such writers as
Roger Shuy, Rudy Troike, Orlando Taylor (1975), Harrison (1972), Andrews (1974),
Birdwhistle (1970),Scheflen (1974),. Goffman (1969), Fisher (1974), Farb (1973),° =
Hall (1959), etc. have helped us to understand how language works. It is the:
height of professional folly to proceed in the development and use of tests of
"intelligence," which depend upon languege, without an appreciation of messages

_of linguiats., This is must know- information, not simply nice to know,

Once we understand that co tive and beha\loral style?*are reflected in the

language which is spoken by the child, and py the professional as well, we can
Q v . : L F




begin to use that information in otdet to structure assessment processes,

65
One of

the. Yeasons .that we have been so backward in the United States in understanding

how language works, is that the traditiomal approaches to linguistic study
"been largely from the perspéctive:of the "atomistic-objective".style. user,
Vygotsiy (1962) picked up this ttend years ago between 1924 and 1938,

< 4

have

2

R

The atomistic and functional modes

analysis prevalent duttng the

Yethods of

of

. last decade treated psychic pqoqgsie 4dn isolation,
* b research were developed and petfect with a view to studying sepae
rate functions,while their interdependence and their organization

. ) . in the structure of consciousness as a whole remained outside the

) 'field of investigation, (p. 1)
. .
Vygotaky felt that it was possible to trace the idea of identity of thought and
~speech from th.dgzeculations of the paychological linguists of nis time, that
"thought is speech minus the sound,” to the thesries of modern American psychol-
ogists and reflexologists who came to consider thought as a reflex inhibited in

its motor part, Vygotsky saw that in all these theories, the question of the

*
*

.

relationship between thought and speech lost its meaning,
the same tliing, no relationship between. them could arise,

If they were one and
Vygotsky took a.criti-

+ cal swipe at the method of analysis which was adopted by most linguistic investi-

. gators,
have called atomistic-objective.

The methods which Vygotsky ctiticized were congtuent to the one that we

o

' The -first me*hod analyzes complex psyciiological wholes into elements:

: .,/ It may be compared to the chemical anslysis of water into" hydtogen and

oxygen, neither of which posses3es the properties of the: wnole and each

of which possesses properties not present in the whole., The ‘student

y applying these methods in looking for the explanation of some property

of water=-vhy it extinguishes fire, for exsmple--would find. to his
surprise that hydrogen burns and oxygen sustains fire,

y ies will not help.him much in solving the problem, Psychology winds

) up in the same kind of dead-end when it analyzes verbal thoughts

/ " into its components, thought and word, and studied them in isolation

. from each other, In the course of analysis, the original properties

x

These discover= -

l of verbal thought have disappeared, nothing is left to the investigator -

/ . but to search out the mechanical interaction of the two elements in the

! hope of reconstructing, in a purely: speculative way, the vanished
. rroperties of the whole, (p. 3) [Italics minel ‘ -

L4

Vygotsky preferred an alternative to that approach. He thought that the right
.courte to follow was to use a method of analysis which he calt§g 'analysis into
units.” By unit he meant ,a product of analysis, which unlike“ele

.the basic properties of the whole and which cannot be further divided without ~
losing thep, Not the chemical cofposition of water, but its molecules and their".
behaw;;;,dge the key to the understanding of the properties of water, The true
unit biological analysis would be .the living cell, since it possesses -the basic
properties of the living organism, When it comes to verbal thought, Vygotsky
believes that the unit of anelysfs should be "word meaning."” The importance of-
Vygotsky*"ipptoach is that likKe Whorf, he recognized the complexities of the
communications process, and that it could not yield to the kind of atomistic
analysis that would permit the development of the kinds of assumptions which
undezlie contemporary standardized tests of intelligence. The implicit assump-
tions are that world-views may be ignored, unique experiential pools may be

81
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" euch an unsophisticated look at the assessment ‘process is that me:.y children who .

- eton‘stic-objective style reflected in language in America calls for an approach .to

"+ language as "absttact" and 'disconnected" from a particular cultural context, The

kA

. "standard" language, msaning a superior language, to which all citizens must con=-

student has! For example, 'illiams (1975) has spoken of the discrepancy between

T
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. . . ' .
13nored, and thet meanings may exist 1n the abstract, uncounected to eny cultural
setting, It is hard to believe how anyone who understood the ptinciplea of lin-
guistics, sociolinguieeice in particular could hold such a position, -

. i
. LR

This btings us to'the use of language in contemporary essescment,ptoceeses.
A close examination of the intelligence testing movement will reveal tnat virtually
.all the® sociolinguistic iasights have been overlooked, One of ‘the consequences of

ectually have high ability are misassessed and are lnBelled as having low ability, . .
"But, an even more startling consequence to many educators, is the fact seldom con- T
sidered, that is,that children who are measured as having nigh "aptitude" or ‘
"intelligence" fkequently have achieved that -rating only because they reseable the
culture of the pedson who asked the questions and they frequently have less

ability than has beéy indicated, They are "false positives," Fbt -example, Cohen
(1972)‘has described the situation as follows: ) ) e

”

- Children Of educated families all too often use words to conceal their . '

' ignorance, because they haye.learned that words please their parents, : 57)
and the desire to’ please comes to outweigh the desire to know, or they - - -
will use words to conceal their feelings, since some parents nake 1®¢ - o
Clear that strong_early ch!ldhood feeling is not appropriate in a house- i
hold of contto led adults, or they will ask questions, sometimes the LT
same ones over and over, not as an honest search for in tion but v
as a means of engaging an adult whose generosity in telpo ding to a
child is 1ikély to occur in the cognitive areas. (p. 58)

One of .4e ways to keep from making errors in eesessment is to apply the - o ®

understanding of behavioral style to the area of language. Many investigators have

noted such relationships, Without looking too hard, one can find the sams values

"and elements reflected in language styles that have been described earlfer in

Teligion and:music. These styles are reflections of basic polar personality styles,

.and the intermediate styles which were discussed earlier, For example,’ the dominant

language which emphasizes the 'parmanent” meaning of words, "conformity" in vocabu- )

lary, "conformity" in linguistic structure, "narrowing the focus" in language to

exclude pata-linguistic" features, "standardizing" the language, and viewing .

evidence that these assumptions are wotking is found in the high and growing
commitment amofig public schools and higher education for "literacy requirements."
Discussions -about the "literacy requirements" usually carry the assumption, not
only that there is a standard language of convenience, but that there is a

forms When a student does not demonstrate a familiarity with the "standard lan- \\\\5 :
guage," the prevailing assumption about the student is not that the student has ’
"another language and experience! but that the student is "unintelligent," One o
is reminded here of the narrowed perceptual range of the obaessive-compulsive and

the obseasive-compulsive' s 1nability to feel comfortable with novel experience,
"Literacy tests" then are frequently used tools by assessors who express a particu<
lar behavioral style, It can be shown here thtough language, that if th2 intent

is to discover "intelligence" and not communicative conformity, the assessor will

be compelled to expand the approacn to include using any e erience which. an

evidence for intelligence in school and evidence for 1ntelligence expressed through ° :
the child's notmal experience?“ . ")

v
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Black parents afid teachers have long noted and &xpressed bewilderment
- over the striking difference in fluency. between scholastic and non-
_ scholastic verbal behavicr in Black children, This difference can .
.. " -.be accounted for by the students' free choice of language once ‘removed
from the ridigity of the classroom. This freedom assumes the form of
ethnotropism widely used in Black culture, ' . B
1, Getten over like a fat rat in ‘s cheese factory.
2.. That ain't nothing, man, ice it!
-~ 3. Higher than nine kites on a breezy day.
4. .Man that dude was really strobing. T <
» . "5, :Just as-cool as she wanted to be, °

T 6,

. \ -1 don't know, what page youon, = -,
7.

: -You on therwrong channel, -tung in! v
©\ 8. -Jim, he'was making it snd making it,
. \ 9. - I'm gonna but.your hip boots:on. '
" - 10. 'Lay out till you get wired'up, -~ .
: 11, Laying on'the cut till I'm hip, T
12, Freeze ‘that shit and space.,

Do *

- EAAN . . LT , - R . Ty .
/7 Metaphor is thé most ‘imaginative and creative device of language,
" Metaphor is.the supreme ethnotroph., It shows a capacity for a
developed sense of tlie beauty and 'ethnotropism' of language.
- Metaphor is a high level of abstract symbolization, of logical s ‘
© "snalogy, describing whatever its meaning symbolizes.,.the : Y
- ea_s_enttg‘i ambiguity of metaphot is ususlly resolved by contextual
" . clues; éonvergeat concepts, and knowledge and ‘expectations of the
members: of>thé culture, - In 'tonventional standard usage)*one is
. taught to, #void unambiguous metaphors, for they nbscure literal
> ‘\“nlﬁgo “(p. §7) T . ’ .
L S - ) e

Caa
-

“e s . . 1w - : R S : -
_.~  The Black child who is at home with the metaphors presented above, but who has no
dpportunity to use hip or her understanding of those metaphors in order to express
.+ his ™ntelligence,” 18 not"deprived"but is being deprived by someone of an oppor-
~ tumity to demonstrate intelligence vhich exists., The further example of a part of
.~ ‘the rich axperience ofisome Afro-American youngsters follows, Dr, Ernie Smith
.2 -(Williams, 1975) gives ia poignant, detailed description of his coming of age "in
L .ﬁ{ 9“*%’“"-"., —l }1 ) e 3 . ] .. ., .

e wmo Walter N,, a "ellaw‘whq,l consider to be A top-notch player and a'mzn,

-+ first taught me the pimplng game. School Boy, which was Walter's moniker
or nick-name in the fast life, taught me all of the psycholinguistics of
" survival within and outaide the street culture., "He especially emphasizerl
the necessity of my developing an ability to linguistically code switch P
;, "in 'proper* Efglish, Unlike stuff playing and’ slum hustlin, which are oo
hustles which,require a proficient and skillful use of linguistic, para-, -

T ek

“ linguistic, and. set,lantic"glues tonveying-an ignorant personality, sweet
mouthin', rappin', and especially mackin', required a complete reversal @
+%.  1in roles;  School Boy not only taught me the nuances of the fast life, he . .
S persistintly iurged ghat I {mrgue, and strongly influenced my having con-
. w. £ 7. T timsed to campletion, a post-secondary .educationm, (Q. 81) -
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* Ag_gne point in Dr, "Sweet-Ernie" Smith's life he was regarded by the school
staf< k8 "mentally retarded,”" He could only have been regarded so by a psycholos
gist or.other assessor who had a limited personal experiential pool and, thefefofe,‘
failed: to;understand enough of Dr, Smith's experience as a real world experience,
A skilled psychologist or other assessor would know how to let Ernie use his own

. . experience qs‘a}yehicle to permit revelation of his cognitive skills. - ~.

ooy

'"Sidran (1971) has said that -me can easily understand why White or Western
historians have tended to minimize or omit the study of "orality," since they are
"yriters" by cultural tradition, a tradition which places no valie whatever on the
sbsence of "literacy," and as such, they have little, if any experience of the
oghlity. Also, Sidran clearly perceives, as did Benjamin Whorf many years ago, the
ghcq that language and world-view are intimately tied together,”and that world- .
view.and language reflect the way iadividuals structure and participate in their
world, For example, in the Afro-American world view, Sidran (1971) indicates that -
_the Afro-American oral man stores information through physical assimilation,

He becomes the information, this process has similarities to physical
intercourse on a very general ievel, Vherea:, Western commuriication
theory based on the notion that 'speech contains muach that is redundant
to intelligence and- therefore, wasteful of intelligence,’ making it
possible for cybernetics to reduce communication to digital yes/no
systems, Black communication maintains the integrity of the individual
and his ‘personal’ voice in the context of group activity, thus the -
notion that voice tones are superfluous to communication is. absurd,
within the framework of oral culture, This truth-can be applied to
instrumental music as well, whereas Western musicians were recognized
. for, their ability to conform to and master traditional techniques, )

T Black musicians are highly regarded for their ability to invent personal

"'« techniques and to project personal sounds, the personal technique being

a means whereby the personal sounds are accomplished, (pp. 9-14)

) ‘What we have here then is not only a different vocabulary and a different
‘grammatical structure, when we look at two different cultures, but a different
experience of reality itself, Frequeatly it is difficult, if not impogsible,

to translate the experience from one world-view or behavioral style to another,
Experiences can easily be overlooked by an assessor who _knows onlyﬂgne world-
" view while observing a perscn who participates in another world-g;ew. For example,
Ken Johnson at the University of California at Berkeley points out that it is
impossible to "signify" in standard English, Signifying is a-‘part of the Afro=~
American oral experience which takes on its meaning within g?particular linguistic
gsocial context, Even if the Afro-American speaker is bi-dialectical, signifying
can only occur in the Afro-American dialect, Further, no one who is not steeped
in the Afro-American tradition can signify! Wnile it may beé true that signifying
‘18 not valued in a school setting, and may not provide the student the opportunity
. to gain school credit, signifying has to be of interest to any honest psychologist
or assessor, if the objective is to determine the student's "ability" to function
cognitively or .at a hirh intellectual plane, .

]

There are many unique aspects to the Afro-American linguistic experience,
These distinct aspects must be utilized in any assessment of 'intelligence," For
. example, in the Afro-American linguistic experience, speaking is more "social" and
- less tipdividual." That is to say, "intcraction" is expected in communication,
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. faet, to be "hip" is to be’ gg\oisely the opposite. to be novel, For example,
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even at the level of formal speech making. Mayers (Williams, 1975) notes that,
in Black orations, the cloger.the person is to the Afro-American core experience
the more likely there +ill be the expectation of the "call and response" socio-
linguistie. interaction.- The Afro-American speaker expects to hear "baeck-talk,"

- words of encouragement, or signals of agreement, such-as "Amen." This is an elibé

- orated linguistic code, Mayers says that the non-Black speaker would very likely
feel interrupted by such a response, should that speaker be unlikely enough to
receive it in the first place. The Afro-American speaker, ,n the other hand,

; - would be'encouraged and rejuvenated by it, In addition to the expectation for

greater audience participation in the speaking encounter, among Afro-Anerioan
opoakore high value is placedwomn.the use of sreativity in’ vocabulary and communica-
" tion. Particular word meanings do not have to maintain themselves over time, in

Even the adjective fﬁ nky which once mennt, to many Negtoes, merely ‘a
stink (usually associated with sex) was used to certify Afro-American
.music as meaningful (the word became fashionable and is now almost
useless), The social implication then was that here was the old stereo-
type of a distinctive "Negro- smell,” a stereotype to which White,America
subscribed, which could be-turned against White America. ‘This smell-now,.
real or not, was made a valuable characteristic of "Negro-ness” by tle
fifties, aud for many Negroes .(and Whites) was the only strength left
to American culture, (Jones, 1963, pp. 219-220) )

Some of this creativity was tied—to-a-simple enjoyment of the use of language. ‘In
other ways Black creativity in speech comes as a consequence of oppression, The .-
use of indirection, obliquity, inference, and illusion is related to the need to

be eolculating and conscious in social exggsure. For example, . T,

_ When Blacks came into’ contact with Whites thez often found it useful to

maintain a 'low profile.,'  Metaphor provides a convenient cover when
they wished to do so-talking in-riddles, as it were, For example, When
metaphors are used by Whites to promote negative values about Blacks,
Blacks turn the metaphors back on the users by assigning them the same
negative values, At the same time they assign to themselves thc posi-
tive values in the metaphor; thiis, metaphor serves well the function of

o deliberate ambiguity for Blacks., When Whites make mistakes in ‘pronuncia~
tion, Blacks say clumsy lips, on the -other hand, Blacks may say clumsy
1ips and mean by that a man who is 'really rapping.' Similarly, fuzzy

. * ¢ mind or child-like mind may mean either a muddled thinker, or a 'deep

mind' thinker. . The subtlety of this way- of thinking typifies‘Blnoa
Talv, (Turner, 1969. Pe. 89) ‘ ;£14 A AN
Taking into account the use of language as indioated in the discussion above, .

it becomes quite clear that rwo separate value systems are operating, It also.-
should be apparent that it is useless, +f che intent.is to diaoo!g;,th ity
of a person to funccion and to apply his or her intelligence to 2~ environment,
to insist that the bisic lanpuage  and information pool for that demonatration come
from a totally alien environment, There is absolutely nothihg in the current
practice of standardized testing for intelligence which gives evidence that any
of our information about style, especially as expressed through language, is
either understood or applied, Quite naturally, any good business person who con=
teuplates vhat is implied by an acoeptanoe of the prinoiple being disoussed here,
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B VI

- Additional Areas for the Expression of Style

would recognize immcdiately the cost involved in taking such know]ledge into”
account., Quite clearly, the mass produced standardized test is cheap, 'On the '
other hand, we have seen that the mass produced standardized test can ‘function-
only by doing violence to the tru » when in fact, the expression of intelligence
in human beings takes place through their own learned langusge and culvure, This
condition demands multiple bases for assessment, - — ’

.4

‘We have utilized only three examplas of areas where information_regarding the
. expression .of behavioral style can be found: religion, music, and ‘language. The
number of areas which could be examined is unlimited., For exanple, there are clear
distinctions in the approach to humor by the atomistic-objective style user as con-
humor in a joke is in lay on words, Stand-up comedians with."one-liners". are
the best examples of atomistic-objective style humor, The anecdote is abrupt, It.
is disconnected from articular context. The joke can be delivered easily in
a variety of contexts, and,thersfore, can be considered something of a "standard-
1zed" version, On tho other hand, among Afro-American humor, frequently.the jokes
told would be considered even funny by many Euro-Americans. For example, instead
of the use of "puns" or*"one-liners," very often the Afro-American—joke is deliv=
ered as an involved description of a social situation, and frequently uses mater-
ial in the context where the joke is told.’ The people who are listening frequently
., Wwill be-the-subiect of attention,. The person who is delivering the joke may )
. sigply spin a long and detailed description of some misfortune, In the old barber _
siiop routime, a joke may be told once, and then several more times within a few
ments, ' Each time it is told there may be a different emphasis, milking from the
{. joke. all possible nuances. The participation of the audience is expected, New
endings to the’ joke may be provided, Someone, the initial joke teller or anyone,
may-actually build on the jr%e to the point where a new joke is created, In such

cases the humor is in the created situation rather than carried strictly in the
-meanings of words. The total situation is funny rather than the "loglc” or the

- Y "

llogic” of the connections among words., These differences are so real that it .
would almost take a blind and deaf person to be unable to recognize the distinc-
tion between Euro-American and Afro-American humor as is the .case with any other
area of human experience. Yet a "universal" question on the Stanford Binet has
been a question about "absurdities." For example, "Bill Jones' feet are so big
that he has to put his pants on over his head." The style user who likes to
listen to word play has an advantage here. The real absurdity is that psycho=
metricians or test makers cannot detect the culture specific nature of this
question, ) . - - ‘ .

° It has been important to take this time with detailed illustrations of

expression of cognitive styie in a variety of areas, primarily because of the

-" implicit assumption mmong those who place high value on standardized test results

that there 18 no need to consider stylistic variations among users, Having

developed these points in a general fashion, it is now possible to progress to the

~ research on the development of an approach to an alternative to an IQ test for
. identifying gifted minority students, - :

-
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trasted with the synthetic-personal style user. In the first case, frequently the v




CHAPTER VI e T

. . .The "Who" and the "0": Contextually Situated Venicles €
- ] - ‘ for the Assessment of Pupil Potctitiel o ; Y ‘

4

Revieion of Pre—Sc:eening Checklist and Ptoceduree for Adminlettetion

S A conplete deectiption of the identification ptoceeb uhich hap been ueed to
: select students for the Gifted Program in the San Francisco Unified School Diettict )
3 is included in the Appendix. It can be noted here: 'that the utilizetion of 7
- . Paul Torrance's items in the checklist for cteativity vas & eignificcnt step for-
, wvard for the ‘San Francisco Unified School District., When this device was adopted,
SR € + eigueled recognition that a broad range of behaviors must ‘be-considered in any .
identificction program, and that information wot normally included on star’ 'rd )
assessment procedures must be considered as well, Paul Torrance has done pioneer © - -
work in ‘the assessment of intelligence based upon actual‘obseérvations of children,:
It became clear to him very early that traditional definitions of Antelligence I
were unnaturally limiting. As a' result, he found it both more realistic and practi- * o3
“cal to speak of "creativity" than to think of high level mental functioninz as an i
" expanded definition of "intelligence,” The checklist which summarizes character- -
7 -~ - istics that Paal Torrance has identified and has associated with “creative behcviot.
is shown in the Appendix. This checklist is fine as far as it _goes, However, ¢
Paul Torrance has failed to make the next fundamental refinement which observations
of human behavior would dictate, That refinement is to deal with the matter of ;
style. Essentially the implicit assumption in the use of the Torrance checklist ,//
is eimilet to the eseumption A the use of etenderdized tests, that being that
one "norm" can be used in thinking ofcall children. There is little or nothing
in Paul Tbrtence s formulations to account for cultural and stylistic variations .
K*in any syetemetic way. In a sense, to move from traditional standardized variables
+'to those cherectetietics which Paul Torrance has identified. represents an embry-~
quic move to cone\to terms with or to face the matter of style. Torrance does
" this through an’ argument over the definition of "intelligence.”" With him, it is . .
as if the only problem in assessment of intelligence is that the range of behav- .
iors which constitute the "norm" of cognitive functioning is not broad enough to
encompass some of the behaviors which students in a standsrd culture exhitit,
Any in-depth 3itudy of the cultural roots and expressions of specific groups will
illustfate clearly, as has been shown in precediﬁ;,chaptitt “that.a persen‘s ; .
. experience is situated in a cultural milieu which exists with its own integrity. , .
‘and that this may or may not overlap the cultural milieu of others, .

.
e
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Our revision of the existing pre-sci.ening check 1ist and the revision of
procadures -for administration is designed to integrate what we know about the
origin and expression of behavioral style and the difficulty which an observer .
will have seeing stylistic differences in behavior. The following {mportant
_points describe the revised basic check'list: . '
; ) . 1, The revised check list is not to be used as a complete assessment for

.the identification of "gifted" children, It is to be considered only .
as a rough screening device which seems to identify talented students -
who are missed by ttcditionel assessment practices,

>
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No attempt has been made here to .specify the character of the remainder
of the assessment process for the identification of gifted children, nor
has there been any attemptchere to specify procedures or principles
related to the articulation of this assessment:procedure with later finel
aesesenent procedures. . ) -

The revised check liat contains items which have been designed to be more
cheracteristic of the eynthetic-perdonal" style. Several of the items’
are quite similar to those on Torrance's check list for creativity., .
"However, it should be pointed out that the use of this particular check

. list requires a more global conceptualization of "pre-screening" than
g

was the case with the ‘Torrance checklist, To be specific, not only are

the specific items imgortantl_it ig also imgortant who does the rating
using the items, .

‘It can be noted by looking at the Paul Torrance creativity check list
(San Francisco Unified School District, AppendixM ) items six, seven,
eight, nine, twelve, thirteen, fourteen, sixteen, seventeen, nineteen,
and ‘twenty-two either directly.or indirectly appear to overlap those on

* the "WHO"  «d the "Q". _However, additional items from our res-arch

have been sdded, Both- ‘the overlapping items and the new items are
believed to be items which are weighted in favor of the synthetic-
personal style user, For .example, item number four on the "WHO" and -
the "Q" "has a quick temper," seemed to be related to "impulsivity,"
"explosiveness," and/or’ "expreseiveneas." as discussed by Shapiro,
Cohen, Hilliard, Weemss-and others. Similarily, item number eleven,
"is very impatient," seemed to be a common characteristic cited bj those
who described 3tyles similar to the synttetic-personal, Item number
seventeen, "can make -quick decisions." and item number eighteen, "is

J‘good at guessing. are both items which have been antithetical. to. the

obsessive~compulsive" or "analytic" atyle users. For example, Shapiro
indicates that the obsessive-comptilsive has great difficulty making

decisions because of the psychological need to be certain, They prefer. .

not to guess, Another clear example of the stylistic fit of the items

~1n the WHO/O is item number twenty-one, ''seems to know how other people
“feel," Repeatedly, investigator: seem to associate "empathy” with a

4,

personal focus or with styles that resemble the synthctic-personal
St}'let i

0nce<_gein it is important to remember that it is not only the items
but_tne judgement of a-pupil's behavior using the items as a way to
structure observations and recollections that counts, Therefore; it
was felt that the opportunity to identify more synthetic-personal -

style users was greatly enhanced, both by changing the character of the

- items, and by enlarging the number and kinds of child behaviors which

were to be obseryed.

The checklist has been revised sc as to depend upon several assessments .
of the same child from different points of view, A single teacher may
or may no$ heve enough information about a given child to be able to
rate what\that child actually does, Furthermore, a single teacher has
his or hér own behavioral style which will condition how the behavior

of a child is perceived., Therefore, multi-views of a single child

must be garnered. .

v\
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S+ The check list as now administered provides an opportunity to minimize e
. potential misperceptions in cross-style assessmeni:s by a single observer
by including peer assessment| self assessment, anc. parental assessment,
The more sophisticated extension of this principle would be to include
the ratings of other individuals, particularly thcse who had extensive
information about the experiences of the student being rated;.

6. The checkrlist calls for observ :ions on "thematic" behaviors’ with the
‘ -specific content cited or used being free to vary. The a§aessment uses
the child's experience in a variety of settings but with a_special oppor-
. tunity %o include behavior in natural settings. These behaviots, most .
) likely, are. to be observed by parents and peers, The more sophistidated
e;tension of this principle would include the use nf relatives, peers,
i in addition to those in the same classroom, and other adults who are
+- familiar with the experience of a given child. For example, on the item
"is very funny sometimes," what we expect is the observer's impression
of the -behavior of the observee, without spelling cut specific jokes or
‘even joking behavior as an index of funniness. The intent here is to
._dete determine if,. in the eyes of the observer, the student appears to be
funny, not if the person who develops a standardized test thinks a par-
ticulat Joke in a test wouldgehatactetize a student as oeing funny.

"
"

7. The check list can be applied.in any setting where the raters are
familiar with the ratee. The most sophisticated us2 of the check list,
* therefore, would call for the raters to indicate th2 level of familiar-
ity they felt with the ratee, Furthet research would hzve to. be con-
duct:d in order to determine the weightings of items or to deternine how
to take into account the rater's degree of familiarity with the subject
in some systematic way. -, ) v )
In general it is {mpottant to keep in mind that the list is not an "insttu- :
ment” in the sense that some investigators seem to accept trsditional standatdizedp' -
_tests, It is instead, an instrument to 'structure observations or recollections"
which does not utilize preconceived content, but which does utilize preconceived
themeg. The list represents our expression of the fact that in the assessment of
human behavior, the state of the art is such that the most dependable observations
come from skilled observers with cross-cultural sophistication and demonstrated
familiarity with the subject being observed, when these observers use the experi-

‘tmees which the c¢hild has and analzzes those meanings in ordvr to make a detet-
mination atout ability and style.

How the’ Check List tlas Develoged i
7 ° The ‘items-on the "WHO" and the "0" check list were developed based upon an

in depth review of the literature on the assessment of intelligence, cognitive
and behavioral style, culture, and world—view. In addition to this review, in
depth interviews were conducted with "experts'': teachers, psychologiste, soci-
ologists, social workers, linguists and others who have had on going, intensive
contact with children in ‘heit daily practice, primarily Afro-/merican children.
Experts were also selected according to their abiliiy to articilate their observa-
tions about their clinical practice. Ve would have pteferred to be more broad=,
ranging and have more structured in depth involvement with an ‘even broader range
of expert clinicians, utilizing structured observations to corroborate their
c1inica1'assessments. However, the limitations Qf the scope of this investigation

soLoL 89 . =
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Pilot Process fer Check List Development

-

Three third gvade and three sixth grade classes ‘were selected in the
San Francisco Unified School District durings the middle of the second semester
of 1976, The following procedures for the administration of the check list were s

as foliows: ) .
v 1, The teachers were asked to identify children in their classes whom they“"'
b . thought might be gifted, and for further evaluation. They were then
instructed to £1ll out the "0" form of the new check list on those
-students. . . o

a
Al

S 2, Following the completion of that task, teachers were then asked to think
of the entire class and to fill out the "WHO"- form, Teachers were advised
that a student might be named .more than one time or that on a given item
it would b& possible that only one would be-named.

3. The "O" forms were passed out to students in the class and each student’
. was asked to check those items wihich the student felt were descriptive
° "of himself or herself, .

~ . ®

4. * Following that, the students were then asked to think of the entire class

.. and to name the individuals in the class who seemed to fit the descrip- =~ .
o tion on the "WHO" form., Students were advised that any student could be
' named more than one time, or that there might be items for which the
student would have no nominee, Students were not told that their ratings )
were associated in any way with selection £or gifted program.

. 5. Parents were surveyed by mail to deterrine if they would permit their
T children to be involved in the study and also if they would be willing
a .to £111 out the "0" form on- their own child, Parents were advised that
- the information would be used in order to assist school personnel in
' didentifying children for the gifted program. _Only -one parent, either
parent, for a given child, was asked to respond.

In view of the fact that not all parents responded to the questionnaire, it
was decided to give primary weight to peer ratings as a basis for identifying
students to be assessed further. The ten students with the highest peer ratings
were then selected and evaluated by the District's normal processes which are
described in Appendix N.  Based upcn that description, three children were identi-
fied as gifted. .

provide a meaningful factor analysis, three sets of responses to the instrument
- were factored: The child's self ratings, the child's peer ratings, and the ~*
parent's ratings. See Tables I through V and also Appendixes A through I,

rd
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" : The check list was factor analyzed. Since there were too few teachers to
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71

. .68
. o34

«80

67

«56
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69
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43

Always asks the best questions

Can- make stories really interesting

‘Can make un cood stories

Can talk more than one way

Item Humber

*

(20)
('5)
( 8)
(28)

Gets alond well with all different klnds of neople (16)

. Can make quick decisions
- Can alwdys find something to do

Ts good at fooline people .
Knows how to put neonle down .
Can tell some of the biagest lies

Is really funnv sometimes O

Can get children to do!thinks
Has a quick temper
Can talk to grown-ups easilv’

Is always brabplnv about leferent things
is too nosev R -
Can tell some of the bimgest %ies_‘

Knows the words to lots of songs
Is hip

Can reallv dance. _
Alwavs tries new styles of clothes

1

Remembers a lot about T.V. programs

Is good about mak;nr up things llke games
Likes to use leferent or new words

Has lots of different ideas .
Does lots of dlffEIEHT kinds of things
Can talk to ﬁrown-uns easily B
Is‘reallv'Funnv 'somet imes

an reallv dance

Is sood at ruessing ¢, 01

Seems- to. know! wvhat I am thmkmo

“Iq very 1nnatl°nt

Really knows what they want to do
Is always' pettlng excited dbout new things

Bigms to know how other people feel

Seems to notice everything
®

L I

(17)

- (34)

(3)
(32)
( 8)
(2)

. (53)
)

(13)

(27)

(33)

( 8)

- (15) .
(26)

(12)
(.9)

© (31)

(14)

(10)

L C7)
(19)
(13).

(2)
(12)

' (18)

(30)

(11)
(23)
(1)

(21)°

' (22)
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4

DECEPTION

SOCIAL CONTROL -

SELF PROJECTION

SOCIAL AWARENESS

A\

CREATIVE

EXPLORATION

EXTROVERSION

EMPATHY .

SELF DIRECTED

SYMPATHY .
AWARENESS'
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. TABLE 111 .
- 7, " :

. .. ; . . . ,

Parent Ratings . o “ . . 78
. Factor woadina ° . Iter Humber :
: -a# > . . . . ., .
Y 1) Likes to use different or new words ©.(10)
.73 - Can talk to grown=-ups* easily . : (13) -
.72 Geems to notice everything \, (22)
.71 Cen pet children.to do thines (23)
«70 ° Has lots of different iideas - _ (7 )
.70 Is good at suessing : ’ . (18) - P
.69 Gets alony well with all different kinds of people (16) .
+63 . Always asks the best questions (20)
o .67 - Knows the words to lots of sonps . ¢(1%5) .
".85 * Can nake quick decisions ) (17 .
) . Seems to Jfmow .how other neonle feel P (21) . .
62 oes lots of different kinds of thinsgs (19)
. o6l Really knows what they want to do . .~ (29)
" .60 Can always find something to do: (34)  SOCIAL }
.59 Can make stories really interesting R O 3 DESIRABILITY
5% Is good at making up things. (14)
.56 Is always gettipp excited about new things | . 1 .
7456 " Can: nake up cood stories . . ( 8) ’
«55 Is aip o~ (26)
«53 .Remembers a lot about T.V. (31)
.52 °  1Is really ‘hard to con : (25)
.51 Can talk more than one way - ] ’ (28)
A5 Has"a quick temner . v R (4 _
ol 1s really funnv sometires- , B ( 2)
SN ] Can get grown-ups to do things , o (2w)
. . * ¢
«80 Always t;iés new styles of clothes . . «(9)
W73 Can really dance (12)
Sl Is always fetting excited about new things (1) SOCIAL
U3, Knows the words to lots of songs (15) §§£§§§§ZQH
.e#3 = Remembers a lot about T.Y. prorrams . . (3r) , ‘
42 Can always find something to do - " (34)
’ 40 Is hdp T ‘ " (26) " ,
%81 Is too nosey . .o (3%\‘ -
;o709 . Can tsll some of tne bimgest lies S ( 8? INTRUSION
L O £ good at. fooling neople e ( 3)
Ve Yo . . ‘ A AN
" .75 is very immatient a IR ¢ B 5 ‘
' 73 - Has“a quick temper . ' () . _—
L e6l Is always bra?91nﬁ g {27) ENERGY e
L0 Lan. yet frosn-ups to do things i (24) -
W75 Sewms to know what I am tnlnk‘nn ' ) (39) . .
Iy Can met grown.uns to do thinas (21)
oLttt Can talk rore -than one wav W . o (28) EMPATHY
w42 - Seems to know how other neople feel , o (21) - .
40 . Can make un nood stories T (B) - )
.85 - Knows how to put .people down ' (32) )
50 . Is reallv hard to con" . (25)  +ASSERTIVE ’
5 Can make stories really interesting s ( 5) b
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TABLE IV - A R
Total Ratings on Students Receiving.a Peer Rating of 10 or Less o
. e g . ’ - ir
. _ (Note: A zero in the parent's column indicates that no parent rating was obtained) wus,
Student Self Peer Teacher " Teacher g -Parent g
. (Whole Class) (Nomination) (Wnole Class) - (Own Child) |
1. 16. ° 10. “0,. 0: -0,
2. 17. 10. - 0. -~ 1. 0. .
C e 3, 13. 10. 0. ~- 0. 30
He ‘ 23. ) 9. n. 0. * 18. -
5. 13. 9. 0. I. 0.
6. 1k. 9, 0/ 0. 0. .
7. Lo 9. ° 0. T - 0.
8. 17. 8. . -0, . 0. 0.
9. 32. . 8. 0. = 0, 0. -
10. .1h. 8. 0., ; 0. ¢. <
11. . 16. 7. 0. 1. 0. .
12. 23. 7. 0. ¢ - O R
13. k. T 0. o 0. 0.
1k, 15. . 0. 0. 0.
15- -15. 7. 0. 0. 21.

16. 27. 6. 0. 0. 25.. -
|17 2l . 5. . 0. 0. - 0. g}
~ a8, c21. s, 0. 0. 2h, 3

ko /19: 5. SN 0. 0. 0.
= 4 20. 7. . 5. 0. - 0. e . O.- |
<. 2L, 16. 5. . O.. 0. 9. :
722, - 8.3, -k, 0. - 0. 0.
[ 23, © 8. b 0. 0. 17. -
> 2, - 22, 3. o.. . O. 0.
25, 1k, 3. 0. 0. 0.
: /._.’,iéé. - L N 1 0. 0. 11. :
ARy 9. T 0. , O. 0.,
© . 28. 10. - T 0 0. 0.
29. 13. - 2. 0. -0. - ~0.
. 30.° b . 0. - 0. 0. . 7
3 . - r - o
v X - v
B ﬁ \ .
L | oy
. > =
| ;o !
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" 26.
o 21.

17. -
15.
24,
'15.
L,
17. T
17.
11.
23.
16.

"13.

13. ,
27. .t
20. o,
‘18.

17:
19.
8.
20.
17.
.20.
21.
18.
17.
19.
Q.-
20.
16.
15. .
11.
ok,
15.
27.
21. ,
11.

28.

20.

6.

27. ~

1L o
27.
21.
25.
23..
18.

. 16
T 13.

Peer- Teacher
(Whole Class) (Nomination)
72. 1 0.

7. 0.

©o62. : 0.
61. 18.
60. " ¢ 0.
59. 9. .
57. 0.
53. 0.
5. 0.
50. 32.
49. 0.
49, 0.

=47, 0.
47. 0.
ks, 9.
l!:a. ) 0.
2., 0-.

'hz. _o.
42, . 0.
Iy - T 0.
e o .-
4o. 0."=
bo. . 0.”
39. 0.,

* 38 0!
38. - 0,
38. _ 0.
37. 19.
37. 18,

- 36. om 0.
36. 0.
36. 0.
36. . 0.
"35. g 0.

. 35. » 0.-
3k, 0.
34. 0.
3k, 0.,

) %g. f;g.

T 33. . 0.
32. < Q.
32. ‘0.
31, 0. ’

- M. 0.
.30. i 22,
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e It should be noted in the preceding.tables that-zll factor loadings less ? =4

\ than .40 have been excluded. from the summary, although the loadings do appear in |

\ the Appendix, It should alsa be ncted that the factor loadings after the totation

‘ terd to be respectably high, While we have no test re-test reliability for the
in.ttuneat, both tie high factor loadings and expert judgement by staff and consul-
tants of the internal consiatency and face validity of the factots.secn to indicate”
that the factors identified are substantive. To the extent that religbility does -

,exiot or can be accepted, it is intereating to note that one of our major -points .

- 'is supported, That i3 that the "instrument" is really not the check list but the
observer, For example, vhen taking an internal view, eleven'factors euerge in ou=

~ « Ssmple (self-tatings). However, with the same insirument when taking a view of -
peers, twelve factors emerge, but significantly, twelve different factors with some ;
overlapping, Finally, when parents used the same instrument, only,six factors . --
energed, and once again, the six factors are different froni either the eleven or
the twelve, This seems to suggest a hypothesls that the check list serves a ) .
slightly different fuuction depending upon who i3 looking,:-

"‘*““-~—-~n:!

d‘-h_ R » .. FEN L
_Reatlts - Syggested Issues ) 3 \ -

. This study has been largely exploratory. It would be presumptuoys indeed N
suggest.'on the basis of the pilot of this ingtrument, that "results" ia any final dg
sense have .been obtained. It would be more apptoptiatc to say that struug- "evidence’ X
suggesting basic questions to be‘investigated has been discovered, The results, ./
therefore, seem to be that the following hypotheaes are highly worthy ofnfutthet '

investigationiae

a———

1. Factor analyses seem to show that the "{instrum ené" is the person. Hoing tbe
obsetvation. : . | P

.t
oy

&
*

t
s ° 2, rhete may be & relaticnship between the g'ade level of the student and the-
) average score obtained on the instrument, )

- 4 N
. - N

3 There may be telationahips ‘between ethn: . group membership and the-qcoréi
obtained. over-all, on the check listy- |

' . 4, There may be significant geographical differences’ iu teaults when this '.';
check 1list is used, | ’ ' . o

' ; o 5. Teachers did not nominate any child as ~{ftad whose peégs rated him or = =
. . her at ten or lowet . : T :

R N ..
+

1 , NG—;hild with ten or lowet‘peet scores got more than one teacher tating
on the "WHO," Thetéfote. teacheés'judgments on the low ehd of the ecare
seem to- coinc:.de with those of a student's peers, - “ .
P v L9 F)
6., There may be a high\!elationship between the teachet's tating ‘and a cnild'
T . Self"tating. \ ?’ . - ¢ N “l
“: > P v -

' 7. There may be.a low relationship be'veen thi teacher's rqting and the .
‘ 'peets tating. ” . VLl

o . PR ) . e e,
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c . 8 The very highest pcer ratings seem to be of students who are "overlookod"
e by teachers. Teachers may tend to overlook the most gifted synthetic-
e ’ poraonnl students,

9. Thcrc lay be a moderate politive relationship between the parent'
‘rating of the child and the child's:self rating. . .

Ll .

L ian et E NN . -

T

-

E Cmcluians and Recomevdations T L e )
2T : The followinq tcntative conclusions seem to be warrantéd from our investiga- ‘
3 WF umz B N
e . ! .
* 1. The use of the "WHO" and the "o," employing the procedures which have been
T described, will identify prgviouslw oOverlooked students, who, with the
regular post-screening procedure, will be idcntified as. "gifted."

',1'° - 2+ Amomg the atudents so identified will be nrevioully excluded minorities.

?,éf L v3.'~Sone of the students so identified will be prcviously excluded ﬁhite s »
. : -tudents, . o , -2 . T,

. . & No single pre-lcreening rating of a student will be cufficient to insure
that large groups of tulented students_are not overlook.d.

5. This total assessment approach is more valid than previously utilized

W ©  -assessment procedures for any cultural group, However, in view of the L
N fact that the "WHO" and the "0" check 1ist have been designed delibet~ -
PN ately to emphasize synthetic-personal stylistic characteristics, and
o . . 1in view of the fact that such characteristics arc»thought to be associ~
A ated with particular ethnic, economic or -cultural groups, it is
. © necessary that other investigations be carried out with other ethnic ..
IR groups in order to determine if the stylistic variations which have A

, been identified are sufficient to account for the range of behavior in .
o . a given cultural group, or if further explications of stylistic behavior -
_ are required, .- co

A 6. One thing that “becomes abundantly.clear is that while it may be possible
. to identify previously excluded or overlonked studenis who have high
"ability," "talent," "aptitude," or "intelligence," such identification
- would be virtually useless if the instructional program of the school
remains tailored- so that only a narrow atomistic-objective style is C.
reflected in the school program, Style in behavior is real, No partic- -
ular style is better or_ worse than another. The schools have an obliga~
tion as a service institution for the- public to provide an approprinte
education for every child, Therefpre, it would seem imperative that
existing school curricula be examined from the point of view of the
, various behavioral styles that exist, that the training of assessment
.~ personnel reflects what is known about style, and that extensive train-
ing of teachers is required to utilize data which comes from an examina-
tion of the interaction of behavioral styles in educational settings, .




-

* demand much greater.sophistication. equity, reality, and accountability in all

Further Study . o ‘ v\h e

" Much further study 1s needed! ,The surface barely has been acratéhed in this o
vital area.. It seems clear from recent agtivity in the ared of standardized test
developugnt and recent criticisms .of atandardized tests, that the publig\will

asaessnent procedures. From what we have leatned, that process can be aided by
further study of the following: L R "

-
-

Further in-depth study of behavioral style as manifeated in school -
- settings is required. .-

1,

> <

2, Further JIn=depth. study of the potential for_ cross-cyltural assessment of .
student behavior which takes .into account tne impact of the assessor as -

a style user as well as the impact of student style in educatiunal activ—
ities il required.

3. Further investigation is needed to determine—the impact on students'
ratings of their awareneéss of the purposes for -the- rating3~that—they—_.e~_~
make of themselves and other students. ‘
4, An in=depth study of the ”second level of assessment,”*after students -
~—~-have been identified by a check 1list such as the "WHO" or the "0,"'is
required‘ For example, what i5 known about behavioral style must be _
reglected in the use of existing standardized tests, - N

N

The curriculum for students must Se enamined*systenatically to determine “
the extent to which one style may be favored aver another, Otherwise,
there is no point in Jddentifying the range of stylistic behavior among

= st“dents. .

5.

6. There is a need to investigate the relationship between the beha"ioral
styles of out-of-school minority students and those who remain in school,’
There is a stron possibility that many drop-outs and many students whp
are suspended or expelled for ''behavior problems" may be so situated
because of the school's failure to accommodate to basic stylistic differ-
ences, -

Fl
—-—

7. There is a need for extensive investigation of the interaction between
" assessor style and pupil style in assessment setting, -

8, There is a need to investigate the relationship of style and learning
for specific content areas. For example, both analytic-ocbjective and
synthetic~personal style users can learn mathematics., Both can’also
learn art, however, both aggroach these subjects in different ways, .
More precision is required in order to understand how this happens,

9, There is a need for an in-depth investigation of the impact that the
assessor's degree of knowledge about or familiarity with a given child. -
has on the accuracy of the assessment of that child's "intelligence," :

© 10, -There is a need for a largé scale study, with sufficient sample size to

determine the impact of ethnic and sex differences on assessor judge- “
ments snd student behavior. -

L)
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.*Susmary \ -
N Our inwestigations have shown, that far from being a sirmple and easy process,
T . the assesament of student "ability" is a highly complex process which required
- . Highly.prepared observers., The assessment processes must be built by a multi-
disciplinary group o? assessors who have a demonstrated cross-cultural sophistica-
tion, ,The assessment procesa must account for stylistic differences among observ-
ers, - The sssessment process must account for stylistic differences among children,
The assessment process must utilize a variety of- fevels of information and must
-". utilize information from many sources external to the classroom, as well as includ=-
Jing behavior in the classrooh, Finally, the assessment process must utilize informa=
‘ftion ahout the child over time, T

-
—ts o~ —— —— LI - TP DU,

Y

The conclusion seems clear. Tradi tional approaches to the assessment of * -~
"intelligence" have proceeded as if thé dynamic behaviors which we have described

. do not exist, We feel that the evidence ‘is compelling that these dynamics. do

"exist and that to proceed in ignorance of them is equivalent to ignoring the wind
"on a rifle range, the weather, and movement of heavenly bodies on a missile range,

or temperature, heart beat, and puise rate in a physical examination. A sophisti-

. cated assessment model requires that every conceivable influential variable be
————accounted—for to the extent that it is possible to do so. Our approach is far from

f " complete, We do ndt know everything about children from these data. But we do know
that there is much more of vital importance to know, - S

Therefore, traditional assessment can proceed only by doing violence to chil=

© dren 1f the ninimal data which comes from unsophisticated IQ tests is presented as o
- couplete, and is regarded as "ocientific‘" o :

—~——

- -clntions and Interpretation

It is critically important that those who woulg use the information presented
here be aware of vhe following points:

1, We do not repard style as in any way equivalent to IQ or "intelligence."
Ve simply recard style as thé vehicle through which intelligence is

expressed,

. # 2+ Ve do not posit the notion of style as an excuse to explain thy some
children do not learn someé subjects, In fact, we believe that there is
evidence to indicate that any content may be learned by any style user,
The/question is simply one of how a given style user will approach the
task and whether the approach thet a given style user uses is compatible

7ith that of the teacher or the institution which provides instruction.

\ .
Finally, it is our opinion that the evidence indicates that style 1s.
Howvever, there is no intent here to take sides in any debate over. whether

~ a
s //ﬂ _ style should or should not exist, That would be a separate discussion
. and would be resolved in terms of the aims of society and education,

d The acceptance of tha notion of style in behavior would, of necessity, affect

asgessment practice, educational priorities, teaching strategies, and counseling
activity, These areas must take into account the individual and group differences
- . among students, The simple industrial model may be perfect for industry, However,
for schools, it is a dis¢ster, '"Standardized assessment' as traditionally conceived
°  will do viclence to the humap spirit,

T
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. - TABLE VI | s
R MILTIPLE TATENT SCORES OF 26 SECOID GRADE STUDENTS o

‘Fore=- ' Decision

"'Students  Academic ' wereativity Planning  Communicating  casting  Making

1 ++ + . - [ 0 “\,0
2 ++ . + - 0 - |-

3 ++ -, 0. + . - -

4 +- -, 0. 0. 0 0 ¢
5 ++ FRAER o= . 0. 0 \8

6 ++ e 2 e : 0 . 0 T

7 "o - 0 0 L \ .
8 + —++ -t s ++ . + o\

9 + R + + .0 7 .0 \
110 % + 0 ++ ‘ o . . S o
11 + + T+ ++ 0 - . 0

. 12 + + ., O 0 + ++
13 - -+ S I 0 + o - Lo
i o+ - - - o -
.ls 0 + - ++ . - Q v <
16 .0 ++ + + 0 )
17 .0 - ; - ++ 0 «. 0~
T 18 . - ++ + T+ 0 s 0
.. 19 . - ++ 0 0 0 -
.. 20 - Co- ‘ ++ - 0 - 0 0:
21 - B = 0 - -
22 . - + ++ 0 ‘ 0 .- y',l
23 - - 0 ++ 0 0
2k - 0 0 3 + +H+
25 o - o} 0 + +
26 - - - - - S
. 3
:LEGEND: ++=Higest; +=Above Average; O=Average; -=Below Average

From Beverly Lloyd s project for a master's degree
(Cited by Dr. Harold Hodgkinson, Director, National Institute of Education, Washington,

1975)
A . .
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\\ P - ) 4
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<o ' - ~
3 * - >
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CHAPTER VII

l‘he "cifted" Child and the School' Implicationa of Behavioral Style

-

— Some time ago the New: York School for the Performing Arts publ"iahed its R
artist's criteria, Those criteria were as’ follows: .

.
- - - 1 s
- . . [N

" 1, The work shows & fresh viewpoint or insight.
2. The techniqué shows individuality and initiative
s 3, Persiatenee is shown in aolving problens in detail or broad pattern.

4, _'l‘he work is not imitative but ahm a fresh sanaitivity to poaaibilitiu.

&

5. The work shows more than patient practice and conformity to a given no&el.

—

64 'mere is ‘some lign of proteat against euston.
— ,'7. The work would have been done without external motivation.

8. The artist has the eapa&ity for aelf—eritieim, lelf-evalua tiea, and

eubaequent irdependent. inprovenent. - o~

v When these criteria are juxtaposed to existing standardized maurea of "intelli-
“-  gence" it becomes clear almost immediately that many of the aspeeta of "gifted

“-behavior” as seen by the New York School for the Performing Arts are not only
measured in existing standardized tests but frequently appear to be antithetical
to those things which are being measured (Cohen, 1971). For example, on existing:
- standardized tests of IQ the intellectual potential. of a student to do work which
is not "imitative" and work which shows "a fresh penaitivity" to possibilities ‘is
not measured at all, mor can it be by those means, Clearly, such-an assessment

is that when given these criteria, most public school teachers,in the principal
author's experience, would choose them as their goals, Yet, the criteria for the

tend to be the antithetical criteria represented in standardized IQ tests, For
example, the research of Beverly Lloyd (See Table VI) showed a low correlation
betwaen academic grades and other important variables.

It 1is also well to note that the school, in general, tends to provide for
. only one of the manv stvles for learning, For example, on Page 41, the two lists
of school characteristics may be contrasted. In one case, characteristics are pre-
. aented which seem to deseribe the dominant pattern of school activity,

. 8
. /
7 "(

L]

-

!
1
i
/
L)
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T

cannot be made with preconceived questions and preconceived answers, The pity here

selection of students' to participate in their courses for the gifted more frequently,
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- An examination of that list will indicate that it is most congtuent with the G
ST atoui:tic-objective style. An examination of the second list will indicate that |
N it is most congruent with the synthetic-personal style, What seems to have happened:
‘ ‘{n siany cases in the operation of our schools, with the exception bf a few alter-
P natives is that the schools have fallen into & pattern of emphasizing the atomistice~
e objective style in the curriculum, Therefore, it satisfies one style of beheviot
among atudents. to the damage and detriment of, thoueends of others,

- . =We have concluded that the gifted "child 18 not uni-dimensional. as seems to be-
. suggested by traditional approaches to- the assessment of giftedness, It would

. appear from this that thousands of children appetently labeled as gifted, are
simply conformists or glib. In our view, the gifted child is poly-~dimensional,
can inteprate the oppesing polarities of style within himself, and can perform:
appropriately in terms of the requitements of a vatiety of educational ,and social—

situations, . \ / S e
' , _

o ~

Vper L

The guidance material-supplied by one/such _group cautions that teachers -
tend tc err in identifying gifted, children because they over-estimate
, the iatelligence of glib, docile, attractive childten. confuse confor-

C mity with giftedness, fcil to take/into account the child's background
and mistake a child who has been/coached. pushed and pressured by his
parents, for a child who is naturally creative and mentally alert,_ They
als» caution that some pupils Vho have potential ability may have failed
to devclop it for such reasons’ as getting off to 2 poor start in the
early grades due to absences,/ftequent changes in residence, -0
boring books; concealing ability to avoid being called a "brain” or an
% " "egg head"; various kinds of cultural, physical or social deprivatiom,’ L
» . ) (Tottance. 1965, p. 2‘) -

‘Gallwey (1974) a tennis professional, has written a short book, The Innet
- Game of Tennis which contains some of the best educational philosophy and peda~ -
g0gy which has been written, even though the book qas written about the teaching
77— - of tennis. Specifically, it gives excellent examples of the integration of polar -
L stylistic dispositions as a more effective way to learn and act, Giilwey suggeoted
a basic approach to testing: ] - A -
I am beginning to learn what all pros and good ntudents of“tennis-
learn; thiat imag2s are better than-words, showing better than telling,
< \ too much instruction worse than none, and that conscious training often
‘ produces negative results. (p. 19) ) ,

Gallwey desctibes. in detail. ‘the dangers,and dysfunction of a "hypet-cognitive
focus on teaching and learning: , //

~ CIeatly. to play unconsciously does not mean to play without conscioue-

_ness, That would be quite difficult! In fact, someone playing ' ‘out of !
his mind" is more aware of/the ball, the court, and when necessary, his -
opponent, that he is not avare of giving himself a lot of instructions,

thinking about how to hit the ball, how to correct past mistakes, or how.
to repeat what he just did, He is conscious, but not thinking, not over
trying, A player in this state knows where he wants the.ball to go, but
he doesn't have to "try hard" to send it there, It just seems to happen-
and often with more accuracy than he could have hoped for., The player -
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] seens to be enmesned ;n a flow of action which requires his energy, |
. yet results in greater :power and acquracy. The "hot stresk" usually/
. continues.uiitil he starts thinking about it and tries to maintain iﬁ,
and 80, as heﬂtttempts to exercise control, he loses it, ! -
| To test this theory is a simple matter if you don't mind a little ;
K> . -underhanded pamesmenship, The next time your opponent is having a
AV _ "hot ‘streak,” simply ask him as you: switch courts, "Say’George, what A
] . - - are:yeu doing so differently that's making you! forehand so good today’"“
| > - If he takes the bait--and ninety-five percent will-~and begins to think
‘ . about how he swings, telling you how he's t3a11§ meeting the ball out in
- .- * front, keeping his uvrist firm and following through better, his streak
g . will invariably end, he will lose his timing and fluidity as ke will try_
R to_repeat_what_he_ has_just told you he was doing so well, (p. 20)

.+~ One -cannot help ‘but refihct—upon'the current mania about explicating in great .
. detail all of the "objectives!' that appear to constitute the teaching or iearning
. ' - processes. \Eo all xhe small pieces add up to a uhole? ‘Thet must be debated.

> Ernie Smith, (1977). nqw a profestor at the University of California. Itvine,
.- snd who had once been labeled a verbal cripple by his teachers in ‘elementary school,
& later was sble to write about his experiences in developing "bi-stylistic" language
facility. . , -
, Dr. Buford Gibson, of Pacific Paychotherapy Associates aad Mr, Rudy Smith,
& Directpr of the Mount Zion Hospital Crisis Clinic in San Frincisco, both ‘empha=~
5. size the "appropriate" use of behavior as the key element in identifying gifted
© -~ behavior. Dr. Orlando Taylor, linguist with the Center.for the Study of Applicd
Linguistics, similarly emphasizes the "code switching" and "appropriateness” . .
criteria. Significantly, the key criteria, which are identified by skilled \.
* .- - observers of human behavior, can.receive no score on existing standardiged tes§§~ -
.. of "1ntelligence'" As if that problemAisn't bad enough, frequently, gifted behav-
i ior '1s rejected in the school setting! This was alluded to in an earlier chapter
‘on cross-cultural assessment principles, Sometimes the very behavior which iden-
tifies the student as gifted gets him or her into grave difficulty.

3

Pl - .
Must Gifted Children be S Jatated into Special Classes? A\

M R

e oy e
———— ——

It 1is almost a trufsm among educators that all children should be responded
to in terms of their own special needs and capabilities. "Gifted" children should
be no exception .to this rule, The traditional response to the discovery of
"gifted" children has beén to establish separate courses into which all gifted
‘children are placed. Ve wish to take no issue here or to take sides on the main
-question at this time. However, in 1ight of our Findings about "gifted" behavior,
. certain basic questions must be asked. In the first piace,-the primary criterion
for selection into the gifted program_is that a student score in the top two 'per-
cent on the standardized test of intelligence. ‘Standardized tests of intelligence
_differ wyidely. Consequently, it cannot be assured that the same measured dimen-

. sions would be responsible for a child's placement as we move from one test to
another. Further, most tests measure very few behavioral functions. Consequeﬁtly.
once & group of "gifted" children is identified, there is no assurance whatsoever

_that the curriculum offered will be designed for the use of the dbilities which

ihave"beenrﬁQPped. Further, as our investigations indicate, there is both a very
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' .7 Itcl Analysis of Results Compiled from Baccclli Study

. 1971 = 72 ¢
.o San Francisco Unified School Diltrict
C - Mentally Gifted Minor Prescrecning Checklist.

N = 517 (Nominated Students)
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- 1. Is an avid zeader ° - 4+
- 2, Has received an award in science, art,
, literature. ) o
x & 3. Has avid interest in science or literature,
x 4. Very alert, rapid answers. -
x 5. 1s outstanding in math, ’
x - 6. Has a wide range of interests. i
7¢ 1s very secure emotionally. . ’
x 8. Is venturesome, anxious to do new things.
" ] 9+ Tends to dominate peers or situations.
1 10. Readily makes money oc various projects )
) or activities-~is an entrepreneur.
) 11, Individualiscic-likes to work by self. -
x ‘712. Is’ sensitive to feelings of others- ¢
or to situations.
13. Has confidence in self.
14. Needs little qutsidchontrol--
©  disciplines self.




. TABLE Vii“(Continuea) °
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2 ] ‘g o 5 ': .g 8‘ -
R r3 - o _m - @»
15, Mept at visual art exprus:lon - + -
N 16. Resourceful--can solve prohleu by T ‘
ingenious methods - : . - 4+ -
: qu 17. Creative in thoughts, new idfeas,’ seei;g - +
associations, innovations, etc. . )
) ~(not artisticilly) - o .
) | .} 18. Body or facial gestures very expresaive. + )
- -1, . ’
19. Impatient—-quick “to anger or anxious + -
- to complete a task. -
x 20, Great desire to excel even to the ] +
point of cheating.
[re "." ~ .
x 21. Colorful verbal expressions p + -
. x 22, Tells very imaginative staries.
, 23, Frequently interrupts others when they , .
‘ © are talking. - ‘ + -
T L 240 Frank in appraisal of adults. y _+ -
i - 25.' Hds mature sense of humor (puns, ’ + - - T
T . aasociations, ete,) S, N .
x 26. 1Is inquisitive, - . \ +
27. Takes a close look at things . T-
2 | 28. 1s eager to tell others about +
‘discoveries. -
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| o= 29, Can show relationships among apparently + °
| unrelated ideas.
30, Shows excitement in voize atout +
o - discoveries. . B
- X 31, Has a tendency to lose awareness of time. - L - -
\ON \ s 4 s . ..' . N
RS | )
bl
Note: 1. Six out of ten items which are associated with a decision

~50n

to label a child as gifted, are items where the Afro-
American child is rated as low. . .

Three out of six of the items which were not associated
with a decision to label the child as gifted, were items
+  where Afro~American children_were high, compared to other
White gifted, While these three items are considered by

2.

——Paul-Torrance to be evidence of gifted "creative" behavior, -

they appear to be judged by teachers as negative behaviors
when exhibited by- Afto-hetiun childten. S
3. Only on two out of seven itm on which Chinese pupils

-, Vere rated highest, were those items associated with the

"&

4.

' decision to label the child as gifted. _ .

Spanish surnamed children vere utdj—hizhut on ‘thru itcnl.
Two of the three may suggest negative values,

-—

S. . Other White children seemed to be named most often and se 'I

-~also to be do;c&ibed by the most "socially desirable" items,

P
*
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wide range of untapped ability which should be assessed and which is important -

. to the school and there is also the key point that gifted behavior must include
the hatmonizing of the dispositions which each individual possesses, that is to
say,"affective" and "cognitive" appear as -a whole. The attempt to separate
‘cognitive ovt of context may well not yield gifted behavior at all, but simply
confcrming behavior. This would explain the frequently discovered low correlation
between tests of intelligence =nd tests of creativity. (See Table' VII presented |
earlier) . .

. Bacause of this confusion, the question arises as to whether an appropriate
educational experience can be provided for a "gifted" child in a regular class-

- room setting. Clearly such a aaggestion is threatening to many people who work
in programs for the gifted, for it seems that the support for the program is depen~
dent upon the allocation of categorical aid, That.is, a child must be identified
by some means as gifted in drder for external support to be received, This, how-
ever, is a political rather than a pedagogical problem. The pedagogical questions .
are! What are the services to be provided to "gifte children? Are gifted -
,childtcn "gifted" all the tine? In _every subject?.and" so forth, . )

It would aoon that it .is poaaibls to tespond to the multiple talents which

_ stndents display and to define new roles for "teachers" of the gifted; It seens
clear that there are a variety of supporting roles for which a gifted specialist
might play in support of the educational programs in the school, whether or not
children are sorted into sperial classes. Some of these nizht be az follows:

- 1. Counseling gifted childten in groups or as 1nd1vdﬂua1. on the basis of

the special problems that they face,

.20 COunseling regular classtoon teachers on what to expect from gifted
_students, particularly their behaviotal style which sometimes becomes
challenging to teachers. i

" * . v

3. Consultation to teachers on special teaohing strategies.for individual-
izing their 1nstructiona1 progtam and mainstream clussroom.

4. Consultation to teachers, parents, and administrators on the‘meaning of

o ‘behaviot style and its variations in a ‘school setting.

S. Consultation on the variety of grouping possibilities within tegulat
classrooms from one subject to another,

6. Counselirg other childten regarding their intetaction with gifted ; .
- children. . - 5o

v

7. Counseling parents of ;1fted chiidten regarding their spehial needsa

8.. Conaultation to teachers and 1nstructional personnel regarding specific ¢ ‘
cqxriculat resources to augment thei¥ program for gifted students.

‘9, Consultation td administtators on special arrangements and tequitements
* for setving the needs of gifted children.

L
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Quite clearly, categorical funds are needed to support the work of special-
isté who are thoroughly grounded in all aspects of serving children with special -
, talents in regular classrooms. It is also quite clear that this rcle of a float-
El resource specialist 4s in koeping vith the contemporary thrust toward sain-
_stresming in education. This discussion is, therefore, an attempt simply to kup
open the question of how highly talented children may be served in the remhr
". classroom.” 'a .

- . -

Testing should be only a small part of uununt. if assessment. is con-. |
‘ducted properly. However, teoting represents as much as 90X of the sctivity in
. publjc 'schools which takes place under the heading of assessment. Clearly, some-
thing mg; is required if real-.assessment is to take place. -

¢

“1f assessment is to be done for pedagogical runons. we have no altemtive ;
to the use of cbservation and listening by a variety of observers who know and - =
understand the child intimately. Anything less is umworthy of a true profes-
sional's time and is a disservice to the prime client, the child,




It needs but half an eye to see in these latter days- of science, _
the Grand Revelator of Modern Western Culture, has ‘reached,

-withoit having intended to, a frontier.  Either it must bury C
-ita‘dead, close its ranks, and go ‘fprward into a ldndscape of P
- incraasiig strangeness, replete with things shocking to a .

- culture - trammeled understanding ot it must become, in -

Clsude Houghton's: expréssive phrase, the-plaglarist of iu e .
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. be .ttictly factual ‘has at last brought it into entanglement! ) .
“with the unsuspected facts of the linguistic order. These facts . 7
the older classical science had never admitted, .confronted, or :
understood as facts., Instead they had entered 1.3 house by the . _—
back doot and had been taken for the aublunce of mson itself. -

, ; - 'past. The frontier was forseen in principle very long ago, ‘and
L uvcn & name that has descended to our day clouded with myth. b
S 'nut name vas Babel. For science's long and heroic effert’to

vhat ve call "scientific thought" is a upecial:lzation of t:he i S
" . Western Indo-European. type of language, which has developed not |, . g

only a set of different dialectics, but actually a set of differ- o
S+ " . ent dialects, mss DIALECTS ARE NOW BEOOMING NUTUALLY L S
SIS uummuctm:. - A

& -

3 .
4 N N ' S M ki -

! .
S Tl ...And uy task 13 to. explain an idea to all thole who. if : N R
L s ee<’? ' Western culture survives the present welter of barbarism, may / T
.i° .. be pushed by events to leadership ~1n reorganizing t.he whole i
¥ ’ '. " ’ thn fut\ll‘e.o. : . N . X o + N . . -, ",/ _.'.
o e mst find out more about language! Alreadg we know enough
> “about:it to know that it is not what the great majority of men, o
SN lay or. scientific, think.it is, The fact that we talk almost S TS
: ' effortlessly, unaware of the exceedingly complex mechanismwe ~ -

. - .+ _ are using, creates an illusion, ‘We think we know how it 1s ;
A done, that there is no.mystery; we have all the answers. Alas,
- vhat wrong answers! It is like the way a man's uncorrected

" : " sense impressions givz him a picture of the univérse that 1is

A sinple. sensible, and satisfying, but very wide of the truth,
p e ‘ (Whorf,m 1956,° PP« 246-247. 250) Vo !
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° A Appendix A ' /
. Total Self Ranin;s Yy Bthnic Group and by Sex
- o e (wean) ‘ :
SUM - . MEAN STD DEV
295400 17.51 '6.79
"BLACK 780.00 L. (7.2
GIRL 459.00 1996 eak
BOY 321.00 15.25 .75
" OTHER WHITE . 1053.00 ‘ 18.80 6.49 ¢
T GIRL 465.00 Tee—19.38 _ 5,46.
BOY ' 588.00 18.38 ) c . 7.23
OTHER_N(;IS-WHITE . 349.00 . 19.394 L sk
‘GIRL " 186.00 20.67 3.77
BOY - 163.00 " 18.11 | 6.97
FILIPINO - 497.00 1657 6.77
, GIRI. o 310.00.° 18.24 7.49
BOY - ;187.00 . 138 - ¢ 5'.\1.71
s’PANIsgi SURNAME $275.00 o _ 1}+f!+7 ¢ 6.46.
. GIRL . '}é7.6o -14.1\1 - ‘l+.78'
v BOY 148.00 n 14.80 ’ . 7.93
. CHINESE- 40.00 10,00 2,94,
' GIRL 21.00- ‘ ©°10.50 n
BOY » 19.00 ' -9.50 k.55
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{~~Self Ratings: Principal Factor No Interatiox{s
‘ , < - (N=271) ¢/ ‘
\j R R . f - | A ' *‘\ , / Ty {
o 1~ ‘g_‘g\C'.EOR 1. FACROR 2 FACTOR 3 FACTOR 4 FACTOR 5 FACTOR 6  FACTOR 7 FACTOR 8 FACTOR 9 FACTOR 10 FACTOR 11
s 1 .43 A1, RTo) .25 =37 -.13 /. =.06 510 ° .05 . .16 -.08
g 2 .38 "=.05 -.11 .39. bl . .26 Lt 11 -.05 .00 .22
3 .39 . .28 .02. -.b2 .2k -.19 12 04" -.20 A1 -.12
e 18 ] 534 RIT .20 -.10 .01 / -.22 .19 -.09 .05 -.20
e 1.5 A7 ' ~37 -.05 -.25¢ -.06 -.12, -.08 =11 .54 -.01 -.04
1T T8 =S T18————28 LY - QL -.08 =21 % A 19 D 22T
- 1 7 .37 20" .00 =1L g -.28 -.06 -.08 - -.01 S =11 .20 Toh -
8 .08 i/ .69, -.06 =.01 18 % a3 .16 . -0l .01 -.02 - -.05
9. 151 - =10 .33 . -.03 -.28 -, -7 O L .16 -.17 -.21 :00
110 .32 -.28 -.07 .39 © .02 16 .06 - - 06T a2l . .02 -b2 *
11 .13 16 48 .13 =21 .03 W11 .28 .27 Jd2 0 -0 7
12 .38 .02 .19 .07 <25 -.29 -.13. .22 .21 -.bo - .10.
13 .38 -.2k .28 -.36 <12 .2k .09 36 .Q9 .32 - .03
11y -.18 .15 .06 .26 -.38 16 - s =013 -.13 .00 b2
15. .38 -.12 .33 -.01 - Sk -.25 ~.01 .03 .06 -.25 -.2k
16 . .21.4 =47 .22 Ry .16 .3k .18 .00 -.05 .15 16 -
17 - .55 - .02 -.14 ~ 27 ¥ -.04 .08 .20 .30 .22 -.05 -.03 °
18 - k2 -.18 -0 AT .15 -.2k4 -.05 b2 -.31 15 -.06.
+19 . -.38 -.13 .15 < —+33. -.19 .19 g -.07 3.33 .07. - b,
-1 20" - Lhk -.09 .25 . -.03° - =19 . .03 -.20 -.03 - -.05° -.24 .39
21 . .36 -.08 .03 -.0l, -~ =-.12 A7 b7 -.13 13 ~.48 . -2l
<122 .30 1 L15 .03 v .05 . .12 .10 - -.60 -.03 =.01¢ -.09 W15 ¢
133 s - .19 .13 -.39 .33 - - .19 "0l . =10 =11 =0r ., =07
2k 48 | .03 11 -.05. A5, .23 -.28 -.26 .13 .25 " =10
25 7 .52 .23 -.39 -.11 .05 -.19 -.07 . 11 207, 03 -.10 |
26 .55 y +09 -.05 ., .03 -.01 21 -.21 -.2h . .11 -.09 -:04
27 .26 . .23 W16 - 17 -.08". -.by 1o -.26 .07 .2k 206 -
.28 .57 - -.05 =1k .03 » =22 .21 . .10 .18 .15 -;03 ©.02
29 " .70 =04 -.35. -.05 -.12 T -.10 -.07 .ok - =01 . -.01 © -0k
&30 L7 21 .01 #16 . .20 +39 ., .06 .03 ,-.19 - -
31+ .60 .00. -2 .32 -.11 -.18. .02 .02 .07 .12 .07
32 .7 -~ .33 -.16’ +=.05 A7 .05 ;. .07 -.h2 .00. . .0 -.09
33~ 2k - .38 A2 . .19 13- .10 A3 -.10° .33 .28 i ¢ .29
ﬁ'a 4. .62 - .03” -.3% .16 -.36 -.11 .. . -=.05 .9“.11  =.03 ,.Oh ' ;.01?&
: ‘ [ ) . . ; ) ?M‘:vyjb N ) ) 114
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“ﬁv —_— -——  Appendix C T
R Self Ratings After Rotation with Kaiser Normalization, Varimax
o > - .~ Rotated Factor Matrix
F.‘/ ) ' ' ( N'Tl7l)
+, -~ FACTOR 1- FACTOR2 FACTOR 3 FACTOR-4 FACTOR 5_ FACTOR 6 FACTOR 7 FACTOR 8 FACTOR 9
‘ - . : \ ) - TS e —
1 - .18 .52 .01 -.07 -.01 .31 00 % .35 28
2.t .2 - =0k -.02 JTH 17 .00 .16 .00 .00 -
3 .16 o - .35 L .20 .=.06 .51 . =.19 .2k
- .00 .76 -.08 -.05 .10 .10 .20 ~.06 =.02 -
-5 3L, -.20 31 -.20 27 1 L .09 -.01, .52 .05
-6 .10 . =01 oL —s20 13 .02 .03 STh .10
G- SR k | .48 -.25 -.12 .28 .07 _ A3 .09
8 205 .33 -.11 .06 -.02 -.18 16 . =37 02
9 .15 .13 .10 -.11 17 .53 . .07 . .18 : Tég\
10 .27 +05 -.06 .3k -.05 ~-.06= .03 31 -.0k
‘AL -.0k 8. abk =01 .06 .. .00 -.06 -.0k4 .09 -
12 .18 11 =02 .05 T2 Rl - —-00— .00 =.01
/137 .02 o1 .80 .19 .10 7 .02 .05 .16 -.07
i .10 -.20 11 .25 .38 .29 .05 ¢ .04 .5k
15 -0 7 Loh .09 .07 .68 .00 .23 %23 . .10
160 -.10 -.08 .21 .62 -.04 .16 -.12 .33 .06
AT - b5 06 L7 .02 .18 .00 - 12 -.05 -.08 -
18 43 .06 .21 .26° 27 0 =.02°. =06 . .00 .15
19 .05 -.07 b5 .0k T ) =03, .0 %15
.20, .1b .07 .12 .06 .19. .68 -.02 .05’ .00
21, .12 =02 .02 .07 .13 S L S .06 Ok
22 4 .17 Jd1 -.11 .0k .20° .36 27 .10 .31
23 © .03 .02 .36 .07 .19 .15 - 166 -.0L:, -.02
24 .13 .12 .15 .10 .12 .15 48 & Ll L N
25 .63 -.02 .06 -.097 .16 -.02 .33 =13 - .02
26 .30 05. -:03 _.1 -.01 .36 NI W19 7 -.10
27 . 13- 21 -.06 . .-.02, .00, .00 J1 N .76 -
28 U .51 .13 .26 17 « =027 A9 JLo.02 0 710 -.09 -
29 .12 ., -.08 0160 .02 .10 18 .t L20 oL .05
300 .28 2h «.02 .29 -.10 « b5 S22 -.16 . -.11 —
31 .78 . -.0L -.09 A7 .03 .06 Nol L T I | A
32 .25, *.00 -.09 .. .03 . . -.03 .ok .65 .10 .18
33 .a .20 . . =.06. .27 v =06 ' =09 .23 = .00 .15
3. .75 .08 .03 - .04 =201 16 2050 5 . 08, 507
¢ ’ ~

e 2

FACTOR 10
.03
.01
-.04

=i 1h

7 N ¢~

Jd1 0 -

-.04
Ol

DT

FACTOR 11

-.06
.11
ST

{&.29
.16\\\
.07
-.20
.20
.52
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: . AN o’vsﬁyxwf OF INSTRUMENTS: AND TESTING SEQUENCE ) R
T e e T T
?; Lo 3'1:’ ; ' Ingtru;ents T I '

o~ . ‘ - o - ’° i i R )
" The testing procedure involvee two instruments, for con-__

< \ & * .

i venienee labeled O and Who. Thene two inetrumente are inventories

‘ of characteristice of ¢1fted children. ‘The O test. ie an I w

«

inventOry of characterlstics for an ind1v3dua1 child &In taking

. the test, the teacher, child or parent marke only those etatemente: .
- Which‘fit a speéified child. -The reference popuiation for the. L

[ :»?

Who teet is a11 of the students in a epecified classroom. The answer

» . .
- . o

“to each 1tem is the“name of one (only one) child in ‘the claesroom. e

»

Any child's -name may benused on any’ number of 1teme, but on1y Y

one child‘per itemd If the teacher or child taking the Who test P

(04 3 -

ﬂ——u—wcannot.think of _anyone for~l given queation, that item should be

)

ad - ‘e N "y,
.

left blank. . i _ ’ A R

. .
- i, s

" The atmosphere for the testing should be a comfortable, relaxed

g_a s . » N -

—

-one, « Words appearing in parentheses at’ the end of some items may ]

it A

*

be used by the teachers to explain the meaning of the'questions
\ R b .
"’on'items; It is essential that the students comprehend the meanings
'of the items, thns,‘other clarifxcation of item meaning should be ,-
. " . - :*’ .
oﬁféréd by teachers es‘deemed necessary withouévfeer bf‘confounding .

- — ‘ =23

>
results. .., . - - : ]

1]
-
&

Py

1] ’ ‘ *
’ 0 '
3 13 -t * -
“ > A . v
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“ . < A
.

{
>
t




h Ahl‘e

2.

.

”below is crucial.' .
‘Each teacher takes the 0 test on a pertxcular child.
'essential that he/she kiiows. noth1ng about the Who test which

T is to be taken by.each teacher sfter conpletlon of the 0 tcst.

E&ch teacher takes the Who test for his/her classroom. It )
is essentill that the‘teachers do pot know at this time thst
their students Wlll bé tak;ng the Who snd 0 teste. - A

- 0 test before they complete the Who test. \ L
2 ‘ 4"" .

'hlmself.‘

fpolgt. ) : e

A

ngtlng Seguence

[ e - — —

Following the gxagt procedure for testing sequence outlined‘

~

> . .
¥ . - . LY

It is

[

Each student tskes the Who test using his oWn classroom as '7

e

the reference group.r Students should not be told about the ©

«4 e

Each student takes-the 0 test selecting the items which fit

v 4
A N

Students should not be told that the1r parents will

be completing the same inventory on them.,

°

, £
Each parent takes the O test us1ng hls/her child as the reference

- . . .
= - v . . . “
> . - . '

{. - . : . 5 =

» i ' . v N . e ". ) B "
. F




Additionql Upproprilte 1natructiono for the toachéra giving

kY

. ‘ ]4.¢~ the teota to student. lnd parento uigﬁt bo delirnble.

. lthnic ideqtifiention of .tudents, parent& and tenchera is

"« - * 1 . - ‘

e esaantinl. : ' .

»

< A, : 3 . ) iR
3. All testinc data must be in before March 26. Iwam available
- p) v « .

- —

. :' to help-in any minner peceninry{* I can:be’ip&phqé.nt

- . L.
” RN . e - .

... | 826-6246--1--Vinetta C. Johnsos. - . . -
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- o= . - N
Name _ Age _ Grade -
‘Male. 4. - Female __ . —\_v * 3
N "““HkrkTeﬂch‘one which—fits. ' . L - ~4 }
.;' 01. Is alwayh getting excited about new things. T a‘)
T 2% is really funny sometimes P & v ; 3
: ’ ?.’ Is good at fooling people (shining people on). .
. 4. Has a quick temper. Co. K - - —
> 4
Ly S Can make stories really interesting. ‘ ) ] : )
"6. Can make ;p good stories. - .o N “’ - R
. 7. Hes I:ts of different ideas.. - ‘
& - 8. “Can tell some of the biggest fibs, (1ies) R 4
9; ‘Always tries new”styles of glothes. ’ . "
10.: Likesjtohhse different or hew words. . = 2
l~}1.:-}s‘véry impatient. ' ‘ ' ‘ T e

12.., Can .really dance. =

.13.- Can talk,tq grown-ups 2asily (is not afraid to tqlk to grown-ups).

. Is good at guessing.

N Always asks the ‘best questions (interesting, different)

'
“ T T . t
. \ s :
. .

-
£

-~

Is good at}making things up like games, dances, jokes, musig, and pictures.
. . (e

X -

Knows the words to .lots of”songs. ”

Sets along well with all different kind of - people.

Can make, quick decisions. N

Con ,
‘ LA 4
Y o
-
>

&
.

SN

~~

Doeé‘lots of different kinds df'things.

- r

%W

Seenw to know how other people feel.

- P N f

Seems to notice everything.

Can get children to do things. S

Can get grown-ups to do things.

£

x4




E-:'fi‘ N S .v . R I - ~ . =7 .
u\‘é' R = . ) .- R . ) - :

P o . < Y

P N . -~ L] -
) TU25. 1s” r'eally hard to *con (to shine, to fool, to hype).. o .
. 26. Is"'hi i (really knows what is goi.ng on). - : - -
A . . .

- o 27. ¢ Is always bragging about different things. C. ) *

’ T ‘ 28 .Can talk more than one way (can reaily talk proper, eyeryday talk, talkto

- different groups) - . : - -
[ ’ 29. Really knows what they want to do (makes up. their own mind)
[ N " 30, _‘Seems to know what I am thinking. - ‘
v T3, Remembers a lo_t about T.V. .programs. o
- P ’ 4 > 0 " -
. .32, Who knows how to put people down veal fast (call down, insult).”
. ? . . \ -
T 33., Who is too’ nosey (always in everybody s business) T w -
4 :. K B ¢
34. Can always find something to do. ' .
csnnsmsn/nnuspsu L. oo
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I

‘Who does 1ote of different kinds of things?

fWho seens to know laow other people feel?

. ﬂho leens to notice everything?

’ . . A}pendix- I‘ - &
2 . ! .
2 ( m -
*. b ) ; '-.\. . ) - *
Name "Age Grade
_Male _____ . Female _ L . ~

» x
—
-

-
S l-.‘ "
¥

can: name someone more than once. oYy ;

-

"

can use the words in parentheeee to explain the =teet taker.

- 4 ~
Who is always getting excited about new thing.? S
Vho is really funny sometines? ST

-

. Who is’ good at fooling people, ("ehining people on")?

-

ar -

0 has a quick temper?

v < x

Who can make stories rea,lly’ interesting'i

ilho c‘an make .up good stories? T Lo Lo

Who has lots of different ideas? . . ‘ B

»

Who can tell some. of the biggest fibs (Iies)? n BN

w
[y b .

Who always tries new etyles of clothes? Lo

Who likes to use different or new words? U : / -

¢

" Whotis very impatient? T : . - 4

ﬁho can-really dance? A

. ‘., - }

<

Who is 3ood at naking thinge up like ganee, dances, jokee, meic, and picturee?

3 Who knowa the words to lots of - aongg,? ¥, ‘

~

Who gets along well with all different kinds' of people?

[y

Vho can make quick decisions? -

Who il good. at gueasing? c o -

: Hbo alwaye asks the best” questions (interesting, different)‘l

»

>

v

r

You do ‘not hive to mark if you can not think of anyone lfor a giveﬁ question/

" I

hho can talk to grown-upe eaeily (is not afraid to talk to grorwn-ups)?

"

T ew

=



& - “ N o Y | ’
23, Who can get children to do thiugc? - - -

. i > " ( . . - > » y \:\
‘. o~ 24, Who can-get grown-upc to de th:lnga? ! .. . o
. 25 Who is really h-vd to cou (to chine, to fool, to hype)? ' -
26. Hho is "hip" (really kpows what is going ou)? CE ‘ oy ¥ :

C"'-27. Wbo is alwayc buggins abont diffetent thlngc?

< - “

..+~ 28, Who can talk more thau oue way (reauy talk proper, everyday talk, talk to

A »

different grogpc)? _— -

-" - *

.29, Hho .really hnows what they want to do (ukec up thei.}:' owmn niud)? - cL

W~

30, Who seems to knov what Iam :hi:nkiug? Ch o _— _ .

31.‘ Who remembers a lot about 'r.v. progrm? T :, . Lo

, 32.~ Hho knom how to put people down teal fact (can dawn, mult)? s

. -
. 33 wm :ls too uosey (dlways in everybody's buai.neu)? - ' .
~ ". ) .'
- N 'l . L .
Lot L34, *Hho can ‘&lways find something to do? . . e et
. ."3 ~ N N * N - . * { . v ) ¢
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. . %= . WILLIAM B, CUMMINGS, Superyisor - i BN
‘ R A i @ . . ’ ] ; R 2:‘, L0 ‘ ,«;.‘:‘
" Hodeat's Name N — School. . = T QOrede Room . i
1.%5““ . e, ) T
A TN ' ' SR o
tho ‘l'nchm '1 e - T . . . ¢
‘. Ve bed, your. holp. We!re looking for chi‘ldm in your classroom who you_fesl might
a 1ot “smarter than their test scores indicate. The following list of characteris-
., vhno by no means all inclusive; roptoaonta traits found in gifted and creative -
; elnldm If ‘sny student in’'your class is described by at’least twelve (12) of sthe
] tul on this list, you msy want to watch him more cmmny,fbr possible inclusion
- 4n the gifted program. Those itenms vhich are most applicable should be double .
. cBecked. "Will you help us by responding to the following check 1ist for the top -
~ stedents in yaur class. This checklist should be sent to the Building Prineipal who :
“will ‘them tornrd it ‘to.the Gifted ‘Program Office. Suppdrting 1nfomtion and ' .
cmtsashould be written on tho back of this form, - T
' 1. Isanavid reader, IR _§ . e '
f2.. °Hu roceived an a\urd in sc:loneo, m, l*teraturo. , . ‘ ‘ SR
3. Has avid 1ntorost 1n scionco or literaturo. T s ’
L. Ver alert, s rap:ld anawors. ‘ ) .
-5, Is outstanding in gntth. .. . . P ,
6. Hu a wide range of 1ntox"es'tsu'_‘ . : i , o SR
CoT. _'Is very secure eMotionally., - o _ S ; .
B, Is mturesome, anxious’ to-do new things. )
© o9, Tonds to dominate. peors or situations. _
210, Rndﬂy mkes money on various projocts or activitids e 13 ‘an entrepreneur. ’
R A ) N
.11, "Individualistic <~ likes -to work by ulf. - . . f
iz, 1s sonsiﬁ:lvo to feolings of others -- ,or () situations. ¢’ \ - A s
. 13 Has ¢onfidenco 1n self., . T e
1 5 o LT -,
o m o . ..
. 15 | ' ’ ) 4
16' ‘R“ourcoful +- can solvo probleas by 1ngonious nothods. ¢ . '
. © .- Contimied on bagk . _ < .




o . : , * Page 2

[ e
' 17. Creative in thoughts, new idm, auinc mociations, mmtioua, ote.
' (not u't.istically). .

T ‘ -

18.:'.Body or tacial gestures very expreasive.

_19., Impatient -- quick to mger or anxious ta complete a task. LS

4

20, Great desire to excol even to the point of cl;ntiuc. v

21. -Colorful verbal oxprossions. -

2. ‘1’0113 voxy inqimtin stories. =

' 23. Frequently interrupts others ‘hen they m talkin(. '

L. Punk in appraisal of adults. B
\

25. Has utm sonso of humor (puns, usociati.ona, ctc.)

. e

%, - 1s inquisitive. Lo . : .

¥

27. Takes a close. look at things.

- 3

28, --Is eager to tell others about discoveries. ’
29. Can show relationships among apparently unrelated ideas.
30. Shows excitement in voice about discoveries.

. 31, Has a tendency to lose awareness of time.

—
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One copy - of Identifi cation Report Form to Programs for the Gifted

‘o

287
*

-Cum Folder marked 2% in Red
Name of Student’ added to School Report (HGM-H

e

. L L. SETIONL: mmooucnon - T
SRR 2
Recomendation by Principals, Teachers, Counselors
. - _Prime Horkers, Parents
3 = o Student Screened
Permission To Test Obtained (Form MGM-SE, C, SS &/or 5 Sec)
; o Test Administered -
Results to School Ident;ification & Placement Committee ~
Recomnendat'uons to Ident'uﬁcat'uon & Placement Comnittee,
‘ Programs for- lthe G1fted X
2%er Information complec.ed on TJ or 3822 Secondary Review
Identif'ucation Report Form (MGM-1) - Form (MGM- ) _
L (
o Ident1fication & Plaqement Committee
' _Not'uﬁes School of Final Decision
If identified as 2%er, TJ or 3822: “ -
N Identification Report Form (MGM-1) ' i
P : . Parental Permission to Place in Program (MGM- 4) gl;cgglﬁgr
R Record of Part1c1pation Form (MeM-3)

T — i -
N - mnn

e
o BN e
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N S Results & Other Data to Identification & P'Iacement,COunittee,
AR Programs fm'L the Gifted S

o

-

i~

- IDENTIFIED

©

,

- “

-~

T

R

** Recommendation from Principal, Teacher, Parent

Permission To Test Obtained by

Pupil Intetjvdewed and Tested by Psychcmetrlst/Psychologist

v : L
School From Parent (MGM-SE, C, SS) -

e e
- - N T e
" SECTION 1: INTRODUCTION - ~
' - SCHEMATIC IDENTIFICATION PROCEDURES - ELEMENTARY - > -
. A -, ) . N - ] . // B

%

Classroom Teacher Fills Out Teachers Check List Form (MGM-6)

Y

i [

“f‘ i o - ~ ] . L . . ’,. 3
*;:L:A‘“ oL Elementary Teather Specialist Screens & Places Name in‘Rank Order o,

*

-

A
N

‘Letter sent t& Parent & School (nsn-lé)
JIdentification Report Form Prepared by

NOT IDENTIFIED
Letter sent to Parent &

s

S . Programs for the Gifted (MGM-1)
N Pemission for Placement Letter Sent ° ' _
Ny "~ - .to Parent _l?y Pf'ogra_ms for. the Gifted (MGM-IG) g -
) Copy ‘of Identjfication Report Form in Students Cmn Foldar (MGM-I)
L " Parental-Permission Letter in Students Cum Folder (MGM-16)
L - - .~ Cum Folder Marked 2% in Red ,
b <. .- . Name Added to School Roster EDP .
e Record of Participation, (MGM-3) . =
) .
. . \ \ 142 3 / .
S ) 5
F‘ Q - ~
"ERIC -
LMWMA“.H._,»ﬁQ;' e _ , o s - Lt

School (MGM-17 or MGM-14) -

oo

.
- bt
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Lot : . T J o, A
!";'t"- _ e SECIEQN I1: \ STATE, CRITERIA FOR IDENTIFICATION ‘

. Pel - ~> i" .

w7t 7 A, MENTALLY GIFTED MINOR a\btﬁer than Cu]thra]]y Different and Under-
,11*féAchievipg\(Se¢tioq;199.10) R ) ) .
"L 7, The items studied by the committee shall include evidence described .

in_Section 1 or 2 below: . o .
1. INDIVIDUAL TESTS - S ' L,

For students K-12 a score is required at/or above the 98th

, percentile on a_full scale individual intelligence test

T Y . . such as the Revised Stanford Binet, Form L-M.or the Weschsler . > ~
‘ Intelligence-Scale Revised (WISC-R). - e o

cT . 2. GROUP TESTS - L - 0
T s . ~ For pupils 'in grades 7 fhrough 12, a score is required at/or
o above the 98th percentile in &ach-of-two tests administered -

i ~ while the pupil: rolTed in grade 7 or above and within ’ o
g 24_months—of the date of identification. A AR

~

_ - The two required tests are: . e
g "7 .a. A-standardized full scale group test of mental ability. N
. * b.” A"standardized test of ohe of -the following: Lo T
1. Reading Achievement N ' T T _ x
. A 2, "Arithmetic: Achievement . : - '
s o 3. Science Achievement .
oL 4. -Social Science Achievement . k
3. APPROVED GROUP TESTS ' e -

~ - The following, 1ist of standardized group tests are approved

for use in identifying mentally gifted minors as authorized.

in Section 199.11 (b) of Title 5, California Administrative o -

e - Code. The most recent test and appropriate norm should be -

~ ‘used. Any subtest of the following achievement test series
may be used where appropriate. g

— g a. Standarized full-scale group tests of mental ability:
: i : ‘ -~ 1, California Tests of Mental Maturity .
2. Henman-Nelson Tests of Mental Ability, Revised
3. Lorge-Thorndike Intelligence Tests, Full-Scale
4. SRA Tests of Educational Ability SN
", 5. -School and College Ability Tests - -
b.” Standardized achievement test battewies:_ '
. o 1. California Achievement Tests,,1957 Edition
= T 2. Sequential Tests of Educational Progress

S 3. TIowa Tests of Basic Skills .
- 4, Stanford Achievement Tests ' LT
——-=-""5, . SRA Achievement. Tests" i

e e T 6. Iowa Tests of Educational Development

] ) 7. Cooperative English Tests, 1960

8. Metropolitan Achievement Tests ’ .
9. Tests of Academic Progreéss :

43l




" ‘

- ~-

"3, APPROVED GROUP TEST €ONT. ' . |
The aforementioned 1ist of tests will be changed as other -
instrpmentsfare reviewed and approved. : o
- - The‘fuil-sqale veésion of each test or subtest shall be ,
Co-. -administered, - Reading, arithmetic, science, or social
sciéncé achievement may be measured.by any of the afore-.
- mentioned .instruments. . .

8. TEACHER JUDGHENT ~ TJ (Section 199:10)
. . "The judgments made b} teachers, psychologists, and administrators-who . -

are familiar with the demonstrated ability or potential of -a pupil

can be used to identify gifted pupils. ~The evidence used by the school
committed should be forwarded to.the Identificationiand: Placement
Commi ttee of Programs for the Gifted for final review.

Supportive evidence should include achievemént, test scores and accomplish-
ments .which indicate that\the student is a mentally gifted minor when . -
making TJ referrals (Form MGM-2) to the Identification and Placement

- Committee of Programs for the Gifted. o o

The 'state limits the number of Teacher Judgments to not more than five
percent (5%) of the pupils identified as 2% Mentally Gifted Minors.

- T \ ’ ’ - Y ‘ .
C. CULTURALLY DIFFERENT., UNDERAGHIEVING (Section 199.11 Paragraph 3822) - -

1. A culturally different, underachieving mentally gifted minor
shali be identified by the committee as follows:

\ . .

a. CULTURALLY DIFFERENT - Pupils are- identified through a

study of all-available and pertinent evidence of a child's

language; through economic or environmental handicaps

that have interfered\with success in school, restricted

the development of his. intellectual and creative ability,

and have prevented full developmerit of his potential.

. The report of the commjttee shall specify the differences
to which the pupil is’subject. o ]

N .

comparing their general ‘inteliectual capacity with achieve-
ment. Considgratioh,sho%ld be given to each of the following: ™~

(1) The judgment of the committee, all concurring,
. that the pupil could achieve at the upper 2%
* level were it noﬁ\for his cultural differences.

. ’ "(2) Test scores revealing discrepancies between ,
' ) general intellectual ability and achievement. -

o (3) A1l pertinent schoo] records. .

2. The pupils who meet the criteria-of a and b shall be identified
as "culturally different mentally\giftedﬁ on the basis of the -
judgment of the committee that ihey may be expected within a
reaspnable time and with appropriate curricular modifications ,
to perform.in school at a level equivaltent to that of a mentally

gifted minor. - .. _
144 |
7.
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a7 _ SECTION II: - STAYE CRITERIA FOR.IDENTIFICATION (, -

b. SCHOLASTICALLY UNDERACHIEVING - Pupils are identified by ° \Z,

. . S
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{~‘ - SECTICN II: STATE CRITERA FQB'IDENTIFfCATIbN _ -

I

. “CUETUM.LY ’bIFFEREth UNDERACHIEVING CONT. ) .
The judgperpt shall be based upon one or more of the following:

a. Precocious dévetopment in -pre-school- or primary per_iod"
or outstanding scholastic accomplishment at any point
in the student's school career, ' :

b. Unusual resourcefulness in coping-with ,r;es'pon'sibﬂi'ties, .
opportunities, deprivations, problems,.obstacles, lack .
‘of- structure and direction, or overly struc_t,ured settings.

c. Outstandins achievements, skills or creative -products.

d. Scores at-or above 98th pércenti le on intelligence non- .
verbal (performance) scores of individual tests.  °

. 3. LIMITATIONS

The number of pupils identified under this section is Timi ted
to .two percent (2%) of the culturally different pupils within
the school district. A1l nominations for -identification under

- this section-must be forwarded to the Identification and
- Placement Committee.of Programs for the Gifted. - -

1

-
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© . INITIAL NOMINATION .- - =~ - ~

- ) { 13 *

 SECTION III: PROCEDURES FOR IDENTIFICATION AND PLACEMENT

—

3

£ .
A. A pupil may be nominated by administrators, counselors, classroom
. "tedchers, and parents for identification as a mentally gifted
minor. A pupil may be nominated for the reasons described in
Section 1, 2, or 3 below: - " :

1. A'pupil whose achievement. tést scores and academic o
- performances are superior. » 2.

2. A pupil_who, were it not for a'bu]tdréi difference,
s . could achieve at the upper 2% level. : T

[

&

3. Talent (leadership, art, music, dance, drama, etc.) )

B. Screening - Request for Testing .
: 1, Elementary Level = -

Whether recommended by’ the p?'incipal ,-teac’ r or parent, o
_the classroom teacher fills out the Teacher ‘s Checklist ;-
of Characteristics of gifted and talented.children. (MGM-6)

, The checklist and any other pertinent-informétion”@hi;h
the. teacher and the principal feel will be useful in the -
jdentification process are placed into the student's cum
folder. - s ' v

- : The principal-then prepéres.a list of studbnts_recommendéd oL
" for testing for the Teacher Specialist from Programs for !
the Gifted.~ - ‘ SR

The Teacher Specialist from Programs for the Gifted seeks
further data, such as, achievement test scores, grades -
and anecdotal records on each student. . He then puts_the
. list in . nk order and informs the principal when parental
parmission should be obtained for testing., .} - ‘
L - . 2. Secondary-Level S o ) .o
¢ A pupil may be recormended ‘for identificatigh as gifted. . .
L ~ ° by an administrator, classroom teacher, cou selor, or
v parent. The counselor or coordinator of gjfted programs . 4
- . screens the cum folder dnd any other pertifient information N
t concerning the pupil's progress and achievements. Parental
permission must be obtained if additional intelligence
testing is required. This data is'then presented to the
_School_Identification and Placement Committee for consideration.

wly

v

Y

. u' B N
o' - el .Sl

4 ~

' C.. Parental Permission for Testing

* Parental permission must be obtained before an intelligence test is
* “administered to a pupil. Sample letter$ are available from Programs
for the Gifted and are printed in English, Spanish and Chinese. " The -
signed letter should be. placed in the student's cum folder. T
(Forms MGM-5E, 5C, 5S, and 5 Sec.) : 5 . :

146 |

9

. ,
vy,
” % ;(;_’ v

» * *
" " 1
, .




:'"”B cc"Ili"Carole Ann. “The .identification of glftednstudents:,:anarys1s of a__

* Abraham, W, E. The mind of Africa: Chlcago: University of Chicago Press,,i§62.

. Anthony, E. James. "It hurts me more than it .hurts you - an approach to discipline

Aptheker, Herbert (Ed:) A documentary history of.tae Negro people 1n—the

© Baldwin, Alexinia. "Instrugtlonal plannlng for glfted dlsadvantaged chlldren,

Psychologys W7, 5, 1956, 382-389. e ) .
Barfleld, Owen. Sa 1ng the appearances: a study in idolatr&, New York: _Harcourt
’ Brace wordd, l9c;\é R ‘ T ‘ e .
Barnee, Edward. "IQ t ting and minority school children:,~imperatives for . T
change," National Eeader Institute/Teacher Education/Early Childhood, } *

4 1!4"

. 0t
.

BIBLIOGRAPHY
Fy

¥ N . ’ . . kd

Aiken, L. B. "Ability and creat1v1ty in. mathematlcs," Review of Educatlonal
Research 43, L, 1973, h05-h32 . ) - .

3

Allison, H. "A report from the Secondary School Admlnlstrator s Committee on
Gifted Pupils," Callfornla "Journal of Secondary Education, 33, 1958, 186-190

Andrews, Malachl Psycnoblackologz Achebe Enterprlses Berkeley, 974, . y

as a two way process," in Rudelph Eksteln and Rocco E1 Motto, Learning for
love to love of léarning: essays on psychoanalysis and education, New York:
‘. Brunner/Mazel, 1969, . : '

- ~

United: States, New York: The Fltadel Press, 1967. N W -

screenlng device used in the San Francisgo Program for Mentally Gifted
Mlnors, Unpublished thesis, San Franclsco State University, July 1975.

Nat onal“Leadershlp,Inotltute[_eacher Educatlon The Unlvers1ty of Connec¢ticut
(‘éch\acal paper), March 1974, ) : -

z >
2 v

" Baratz, Joan\C. "Language and cognitive assessment of Negro children: assumptions
in resear\h needs," American Speech and Hearlng Assoclatlon, 1967.

-

Barbe, Roger B

D M"Study of family background of the glfted " Journal of Educatlonal y

Connecticut: The Un'versity'of Connecticut (Technical paper), Storrs.

Barron, Frank. Creativity and psycholgglcal health, New York~ Van Nerstrans, 1963.

- \:

Bartel, Mattie R.; Grill, J Jeffrey and Bryen, Dlane M. "Language characteristics
of Black chlldren 1mp11catlons for assessment," Iournal of School Psychologz o
1, b 1973, 357+

» B . ' — . 4 ‘ <
—— 9 - SR -
Bashaw,_w L. and White, William F. "Figural creat 1v1ty and covergent thinking '
among culturally deorlved klndergarten children,"” paper presented at the L

American EQucation Research Asso 1atlon Convention in New York City, .
February 4=7, 1971 o \" - . " >




..
2
s e

: B
&

L =3
.
- . -,
. . . 0 . - . ¥
. o p . -
» . . . .
R . .
K - .
. N f
. , ) . . . o /
M - - . »
- s . - N x .
v ' N M PR » . »

- . . R : N . 5 N 122

, * ¢ T L4

’
-
Se
[ 4
L _J
<@
4

R

Bastlde, Rodger. Afrlcan civilizations in the new world, New York. ﬁhrper, l97l. :

Baughman, Earl and Dahlstrom, W. Granti "Rac1al dlfferences on the Minnesota
.~ - Multiphasitc personality .Jnventory" in Stanley S. Guterman (Ed.), Black

- ghxslgue modal gersonalltygpatterns of Black Americans, Berkeley, Glendessary
< ae Press;, l972 163~190. : v . < .
¥ . s . hd
d Bayleyf Nancy. Comparlsons of mental and motor tests scores for ‘ages one-fifteen
months by sex, birth order, race, geographlcal location and edgcatlon of. N
2 parents," Child Development 6 1965, Lo8. ; . St
. A N t « ) - ?

Behavioral desc;_ptlons of,the‘glfted* Pittsburgh Unlver51ty, Pa., Office of .

4  Bruch, ‘Catherine B, "Modification of procedures for 1dent1f1catlon of the

Research and Fielks Serv1ces, l974

- ~, » -

o R
P

_“ﬂl.lBernal, Ernest M. "Gifted Mexlcan Amerlcan chlldren~ an ethno-scientific -

: perspectlve," Callfornuz Journal of Educatlonal Research, 25, 5, l97h 261-273

Bess, J. L. "Integratlng faculty and student life cycles," Review of Educatlonal
Research 43, 4, 1973, 377-&0& > . - .

A% h . —_— L3
<

Bhat1a, C. M, Performance testsﬁof 1ntelllgAnce under Indian condltlons, Sfford
)rUnlvers1ty Press, l955 . .

b 2

-

_ Bhatt, Mahandrika c. "Adaptatlon and standardization of the WISC for Gujarati .
chlldren," Indian Educatlonal Reveiw, 7, 1, 1972, 3l-52 ; .

'y P
- *

‘Biddis, Michael E. Father of rcclst ideol g{ the ‘so¢ial and‘polltlcal thought
of Count Gobineau, New York» Weinright Talley, 1970. = s
N N N

—t——

L

-

- P RS, » . .
Blrdwhlstell, Ray L. Kinesics and context: essafs on body motion communication,
Philadelphia Unlver51ty of Pennsylvanla Press, 1970. e .
¢ .
Blavatsky, H, P. Isis unveiled: a master key to~the myster1 s of anc1ent and
modern science and theology, Theoldgy 2, Pasadena, California: = Theosophical
Un1vers1ty Press, 1972 (orlglnally publlshed in 1877)

Blosser, G. H. "Group 1nte111gence tests as screen1ng devices in locat1ng
glfted and superior students in the ninth grade," Exceptlonar Children .
) l9o3, 29, 282-286. v - e . -

R 4 s 4 -
Bra221el ‘William F. "High IQ mlnorlty chlldren," Corinecticut Un1ver51ty\lStorrs; =
Natlonal Leadersh;p Inst1tute/Teacher Educatlon/'Early Childhood, January 1974,
Brenton, Myron. "Profile of the average teacher in Smith, Glen and Klnker, Charles,
s Myth and reality, Boston, Allyn and,Bacon, 1972, 182-187

Brooks, Rooert. Brlghﬁ deliquents: the story of a un1que school," Freehill
- _House 1ltd., ¥50 Park Avenue Soith, New York, New York, 10016. .

-

dlsadvantaged gifted," Gifted Child Quarterlx, 1971, 267-272.




- . L C 123

. N .
Bruno, Louis. -Key to ident1f1cation of the gifted child, Washington, Office ;
of the State Superintendent of Public Instructlon, Olympia, l963 i .

Bryen, Diane M. and Bartel, Mattie R. "The dis advantabed as a social and
professlonal phenomenon," Journal of School P§ychol_§x, 11, 4, 1973, 387

Bullock, Henry Allen. The history of Negro education in the South from 1619°
to the présent, New York: Praeger. 1970.- = .

-
4

»

Bursman, Peterm. and Burgman, Mort N. The chronolog;cal h1so_x“of the Negro .
« 0 in- Amer1ca, New York: Mentor Books, 1969. . )

N H
I kel -

California Elementary School Administrator's Assoclatlon, Th- gifted childs o
another look, CESAA, 1958; 1-8.

-
*

Callfornla proqect talent case study, l96h co-operatlve research project, No. D -072“

. Castaneda, Qarlos. As _gparate reality: further conversatlons with Don Juan, T
New York Pocket Books, 1972 ] AT

>, . 1S o
" . Castaneda, Carlos. Journey to Ixtlan~ the lessons of Den Juan, New York Pocket 4

_ Books, 197& A , - — A

Castaneda, Carlos. Tales of power New York* Simon‘aqd Shusteg, 1974,

“Castancda, Carlos. The Leachings ot Don Juan: Iaguf’way>of knowledge, New York .

Packet Books, 197h o > ; N }
Cedrlcﬂ X.. (Clark), Mes ee, D Phllllp, Nobles, wade, and X (Weems), Luther. -
' "Voodo or IQ: an introductiop to African psychology," The Journal of ;. .

~ Black Psychology, 1, 2, 1975, 9-29. \ . .

I . N . _ ,
Chambers Jack A. "Prellmlnary,screenlng methods in the “2ntification of
1ntellectually super1on chlldren," Except1onal Chilaren, 26, 3, th-lSO
‘Chauncey, H. ™How tests help us identify the academlcally talented,“ NEA Journal,
47, April 1958 230-231 .o T :

Lol ]

Chav1s, John and others. Programs for the academlcallx talented Black student-
'a survey oggprograms in historically~Black colleges, Southern Regional
~ Education Board, Atlanta, Georgia, Inst1tute for ngher Educational- Opportunity,
December 1973 _ . , - -

'
» . . e
b

-

Check John F. An analys1s of differences in creative ability between White
and Negro students, public-and parochial, threé different grade levels of
males and females, w1scons1n State Un1versity, Oshkosh, June l3, l969

-~

Chomsky, Noam. “Déep structure, surface, structure and semantic interpretation"
in D. Steinberg and L. Jakobov1tz, Semantics, Cambrldge Un1vers1ty Press, 1971.

Chomsky, Noam. Syntacmc structure,-The Hague: Mouton, l957 ,

-
&

-.Clark, Kenneth B. "The most valuable h1d@en resource," CoLlege Board Rev1ew,

. 1969, 29, 23-36 . . , -

.
“

RPN Ut R




Cohen, Dorothy H. The learning child,‘New York: Pantheon Books; 1972,

Cohen, Rosalle. "The influence of conceptual rule-sets on measures of leamning .
AU - ability," Race and Intelligence, Washlngton, D. C.. American Anthropologi-
S . cal Assoclatlon, 1971. . . .

+

‘ Cole, Michael and Scribner, Silvia.- Culture and thought° 8 psychological
introdudtion,. New. York:* Jchn Wiley and Sons, 19T4. .

Coleman, W. H. and Cureton, R, E. "Intelllgence and ach1evement," Bducational -

o, _.and_Psychological, Neasurement, 14, 2, 1954, 2, 347-357-. }

. ) Committee for identification of the disadvantgged gifted, formed in l97., N

K . in connection with C. Catherine B. Bruch, University of Georgia (Atlanta .

. - City Schools) , . . %(.
¥ . Conez James H. God of the oppressed, New York: Seabury Press,w1975. } .

- Cooke, Gwendolyn J. "Guidance services for gifted disadvantaged children and
A . youth," National 'Leadership Institute/Teacher Education, The University of
e e Connecticqt (Technlcal paper), March 1974. e &

]
< <

__Corbid, Rlchard. "A program for the potentlafly gifted dlsadvantaged. a progress.
report," The English Record, 1968, 42_h6 - L

o . 3

. f © Cottle, Thomas J "If B. J. Harris' IQ score was fate, why? and how many more
P i might there, be?" _Learning, November l974 N

te . - r’ ‘ N

A )
Cultural factors 1n\‘Ental %est development NATO Conference in Istanbul, July 1971.4

[} -

Culturally disadvantaged underachievia mentally gifted minors: a report to the
Callfornla Leglslatur ,, State Department of Educatlon, Sacramento, 1971.

-

4

. Dave, Rav1ndra H. and Hllﬁ Walter H. "Educatlonal and soc1al dynamics of the )
examination systen 17 Indla," Copparatlve Educatlon Rev1ew, 1974, 18 -1, 24-38,

= ' - Davidson, Helen H. Personallty and economic background. a study of h;ghly

.. . ; intélligent children, New ¥ork: King's Crown Press, 1943.
R

. Davidson, Helen H. and others. Characterlstlcs of successfu1 school achievers
’ from a deprlved environment, C1ty University of New York, New !prk. City
. College, 1962. ° s .

AL

-

’Dav1dson, ﬁelen H. and Greenberg, Judith W. Traits of school achievers from
. . a deprived background City UnlverS1ty of New York, New York: City College,
:‘ . “May 1967. < - . =

1] ' = “

o -
Davis, F, B. "Identification and classroom behav1or of zifted elementary school«
A children," The Gifted Student, Washlngton, D, C.: Government Printing Ofnces
}_J'\): ]_960 19~ 321' . - ) . . s

. : 4

A

- : L De Haan, Rohert F. "Identlfylng glfted chlldren," School Rev1ew, 65, l957, hl-hB ~

. .
i P T : . .

- T e ‘
. : 'lJO . - l
. N - . ~ -

s
|
o




.-

,<De Haan, Robert F. dnd Kough, J. Teacher's Guldance Handbook' Vol. I, ]
f: Idéntifying chlldrenewho need special help; Vol. II, Helping ¢hildren

é = - with special noeds, cr cago, Science Research Asso¢1ates, 1956. .
. o - ¢ N g
A : :

e Déutlcr, R. A. and Mackler, B. “Orlglnallty' some soc1al and personal ° - L
E:‘ determinates,“ Behavioral Sc1ence, l96h 9, 1-7. e e
2 Derrlck S. M. " comparavive study of the intelligence of 75 Wnité and 25

o Colored college students by the Stanford Revision of the Benet-Simon

E LT " Scale,"™ Journal of Applied Psychologi, k, l920 316-329

A

,.;)

¥

Deutsch M. and Brown, B, R, "Social 1nfluences in Negro~Wh1te 1ntelligence ‘.
) dliicgences," Journal of SOClal Issues, 196k, 20 2435, .

=

Devries, Rheta. Performance of Plaget - tMQ? tasks of hlgh-IQ chlldren,
prlngfleld Department of Program Development for Glfted Children, April 1973..

Diop, Cheikh Anta. The African ori 1n of cIV1llzation .
New York: Lawrence Hill and Co., 197
- Lt S . . .
Domlno, ‘George: "Identification of potent;ally creative. persons“from the ., .
adgcttlve check list," Journal of Consulting and Clinical Psychology, . -

3J, 1970, 48-47. o : -

h or realit
Originally published 1955)

. v .
- . EAN - s

booghty, Earl., “Test rankings and selection procedures for 1dent1fy1ng gifted .

'+ intermediate elementary children," Eastern IllanlS Unlverslty, Charleston, .
> }97"" ) « . .. e . ) ; ' *
Drew, Cilitord J. "Criteriun,- referenced and norm-réferenced assessment of 7

minority group children,“ Journal of Schiool Psyghology, 11, &, 1973,'323

’*brews, Elizabeth M. "A critical evaluatlon of approaches to the identlflcatlon

ol gilted students," in Arthur E. Traxler (Ed.), Measuremernt and research
in today!s school, Washington, D. G Amerlcan Councll on Educatlon,
1901, 109-121.: n .

-

Daartc Unlfled School Dlstrlct "Program for children with h1gh achievement
potentlal " l96h : .

.
L
a——

. ey,

3 Duerr, Wllllam K The_g;fted student, New York Oxford University Press, 196h.

Educatlonal Pollcles Commlsslon Educatlng,the glfted, washlngton, D. C., The '
Natlonal Educatlon Association, 1950.

Educatlonal POllCleS Comm1ss1on Education of the ifted, Washington, D, C., )
e ~The Natlonal Education Association, 1950, 5 -2, T ) .
’ P o . ¢ : s :

.. Erny, Pierre. Childhood and cosmos: the social psychology of the Black

African child, New York; Orpheus Press and New, Perspectives Press, 1968, -
(or Independent Pub. Group, 1973, or1g1nally-publ , 1968.) - .

£28

1153

.t




&

%

-

Fa.vé.rea.n, G. A. Identification of tools and technigues for the guidance of : 1

B . B
£ , 1

, Bvans, Judith L. Children in Africa: a review of psychologlcal research ' ' w

New York:  Teacher College Press, 1970. ,

Exceptlonal children conference papers: creat1v1ty and the gifted, Councll : ) ]
K for Etceptlonal Children, Arllngton, Virginia, 1972. :

Fenon, Frantz. A dying colonialism, New York: Grove Press, 1965. . s J

Fanon, Frantz. Black skin - White masks, New York: Grove Press, 1967.

.Farb, Peter. Word play: what happens when people talk, New York, Alfred Knopf; ' 1
© 197k, . . K . -

- the gifted, (Ed. D. Thesis) Boulder: University of Colorado, 1959,
Abstract’ Dissertatioh Abstracts, 203 3997, 1960. a

Feldman, pav1d H and Bration, Joseph C. On the relativity of giftedness: “ 1
1mp11cat10ns for equality of educational opportunity," Exceptional Chlldren, |
36 6, 1972,.491-492. - ’(

Finley, Benjamin. "Youth culture of Blacks: myth or realtiy," in Jay Chun (Eds),‘ |
The survival.of Black children and Mputh Washlngton, D, C.: Nuclassics -~

. and- 801ence Pubilshlng Company, l97h :

”
L3 <

1t

Fisher, Seymour. Body consciousnes s, New York: Jason Aronson,‘l975

Fishman, Joshua A., Chairman. - "Guldellnes for testing minority group chlldren,

i Social Issues, Journal of Social Issues, 2, 1964, 129-145.

': Fltz-Glbbon, Carol T. "The 1dent1f1catlon of mentally glfted ‘dlsadvaﬁtaged'

prepared by a work group of the Society for the Psychological Study of _']

students at the eighth grade 1evel," Journal of Negro Education, h3, L,
1974, 53-66. . . .
Flanagan, J. C, "The 1deut1i1catlon development and utlllzatlon of human talents,_ -
Gifted Child, 58, k4, 1960, 51-5k. , . .
i m v .

Naturegraph Publlshers, 1968. '
Forde, Daryll. Afrlcan worlds: studies in the cosmologlcal 1deas and social %1
values of African peoples, London: Oxford Uplversaty Press, 1954.

!
Forbes, Jack D. Native Americans of California and Nevada, Healdsburg, Callforn1a°"i
1

Fredrickson, George M. The Black image in.the White mind: the debate on
- Afro-American character and destiny, 1817-1914%, New York: Harper Torch
BOOKS, ‘1972. . <t . " . - . R

Freehill, Mauric: F. Gifted children: heir psychology and educatien, New York:
MacMillian, 1961. g

4 v ) N +




Edhcating the gifted, Neé York: Henry, Holt, and Company, 1959. .

French, Joseph L.

French, J. S, "Interests of Lae Llfth " Vocatiovnal Gurdance Quarterly, {, 1958
vo1he1y.

<
2 v

Friefson, E. C, "A study of selected charé@teristigs of gifted children from )
’ upper and lower socioeconomic backgrounds," unpublished doctoral dissertation,
Kent State University,”1964. 1. . ) ‘ o
Frlerson, E. C "Upper and lower status children: a study of differences;“
Exceptional Children, 1965, 32, 83-90. ) -

?

-

, Fry, H. K. "Aborlclne ment lity," Medlcal Journal of Australla, 1937, 353- 360

Fuller, E Plutarch. Laves of the noble Greeks, New York Dell Publlshlqg
- Company, 1959. N

/

Gallagher, Buell G. (Ed ) NAACP repgrt on m1nor1ty testing, New York: NAACP
Special Contrlbutlon Fund May 1976. - } .

- AL

'Geilagher, James J. Educatlonal problems and planning for gifted stude&tt -
selected papers from graduate leadership training program for the gifted,
Illinois University, Urbana, Institute of Research for Exceptional Children,

. )O() ) R i l ) v »

Gallngher, James J: [Iruiuctive thinking of wifted children, Illingis University,
Urbana, Institute of Research for Exceptlonal Chlldren, Report No. CRP- 965,
! 1)0)

“y “ - - . T - ~

"Gallagher, James J. Research summary on gifted child educatlon, ﬁepartﬁent of
- Program Development for Gifted Childreny Office of the Superintendent _
. of Puplic Instruction, Illipois, 1965. ! ‘ S

~ Lo, [

uallegos, Arnold M. "The gifted poor," Educational Leadership, 30, 8, 1973, .
. 7h9- 753 - o . " ’ [ .

‘Gallwey, W. Tlmuthy.' The inner game of tennis, New York: Raﬂ!%m House, 197l

. - Garrison, Karl C. and Force, G. Dewey, Jdr. The psychology of exceptional
chlLuren, New York: The Ronald Press Co., 1959. v

‘ .
- - ‘ v

Garth, gf R, "A review of ruce psychology," Psychological‘Bulletin, 27, 1930,
32 '356 » .

Gaxth T,.R. Race nychology, New York: MeGraw-Hill, 1931.

Gay, Geneva and Abrahams, Roger D "Does the pot melt; boil or brew? Black
children and White assessment progedures," Journal of School Psycholdgy,

1973, 1, b, 330,

o

Gerry, Martin H. Cultural myopla the need for a correctlve lens, Joarnal
-of Schodl Psychology; 1973, 11, b, 307. i

‘

‘u



~

e N

e,

. N
.. . .
. . ) . s
- ~ -
: ‘ ‘ - 128
* * ’4
' . /

" Getzels, J W. and Jackson, P, W. "The study of giftedness: a_multidimensional
, approach,” ' The Gifted Student, Cooperative Res. Monmogr., Washington, D. C.:
u. s. Offlce of Education, 1960 1-8 . .

4

- a

Gibson, Anthur R. and Stephens, Thomas M. Pathways to’ progress: 1!:research"
monograph from Ohio's programs for the gifted child, Ohio State Department
~of Educatlon, Columbus, . l96h L .
/ N A
Gifted Chlld Project, Guide sheet Tor 1dent1f1catlon, Portland Public Schools,
January 1958. .
FS & o . ) -
Glfted and talented research: a selective bibliography, exceptional child
bibliography Series 639, Reston, Virginia, Information Center 6n Gifted
~Children. . . . .

v

Glnsberg, Herbert. The myth’of the deprlved Chlld noor ‘children's 4intellect ]
- and education, Englewood Cliiffs, New Jersey: Prentice Hall, 1972. R -4

Goffman, Irving. Strateglc interaction, Phlladelphla. Un1vers1ty of Pennsylvanla
Press,~1969=" - i ) _ L

" Goldson, Jack (Ed.) Polynesian’ navigation: a sxgopsls'on Andrew Sharps' _
theory on ancient voyages,. Welllngton, Sidney, A. H, and Reed A, W, .
- 1972 (Orlglnally published- 1962) o ‘ R

Gonzales, Gustavo. "Language, culture and °xceptlonal children," Excegtional ‘
Chlldren, ko, 8, 1974, 565 570 ) . TR

.

> -

Goodenough, F. S.. "The measurement of .mental -functions in pr1m1t1ve groups,

American Anthrogologlsts, 38, 1936, 1-11.

Gowan, John C. An annotated blbllography on the academlcally talented, Natlonal .
Education AssOC1atlon, 1961, 156. = . A R o

Gowan, John C.-and Denios, G. D. The education and gdldance of the ablest, 7
-Springfield, Illinois: Charles C. Thomas, 196k, . v .

H

Grant, T. E, and Renzulll, J..8. "Sub-cultural 1nd1ces of academic potential,™
Un1vers1ty of Connectlcut, l97l

Greenberg, L. "A critique of class1c methods of" identifying glfted chlldren,
~School Rev1ew, 63, 1955, 25-30.

Griaule, Marcel. Conversations with Ogotemméll~" an introduction to Dogon
religious 1deas, London: Oxford University Press, 1965.

.Gross, Ruth B. and Marsh, Marlon "An 1nstrument for measurlng creativity in
young children:  the gross geometric forms," Developmental'Psxchologx,
3, 2, 1970, 267. ) . . .- Y

¢




&

' , L _ 129 .

~
-

Gubser, Charles S. "Hereditary as#ects of our national human quality probJems, S
»~Congge351onal Record, 115, 24, 333%#2 332&3, November 5,“1969

Gubser, Charles S. "The issue of 'bad heredlty' " Congre551onal Récord, 115, B

”\"\\ 30, 400527400528, December 16, 1969. - . ;

Guilford, J. P "The. one-way relation between creatlve potentlal ‘and IQ,"
T -Journal of Creatlve Béhavidr, 7, Y4, 1973, 2&7-252

[

Guilford, J. P The nature of human 1ntell;gence, New York. McGraw-Hlll,’l967

Guilford, J. P, “The three faces of 1ntellect " Amerlcan Psycholggx, 14, 8, l959~

Gullford, J. P. and others Creatlve th1nk1ng in children at the junior high
' school levels, September 1961. ‘ ‘ i

[C

..-Hale, R Nelson. Teachlng the talented Sllppery Rock State College, Pa.:, 1964 g

) Hall! Edwerd T. The silent language, New York: Premler Bocks, 1959.

Hall, Manly P. Freemasonr of thefanC1ent Egyptians: to which is-added an
interpretation of the Crata Repoa In1t1atlon,R1te, Los Angeles° Philosoph-
. 1caL Research Society, 1971. 4

e

Hall, William F., and Sleswerda DaV1d. Workshop in the education of the

s 1966 156-157 T . T . ' " ¢

exceptional child, Arizona State University, Tempe, 1972.

-

Hampton, Peter J. "Talent among dlsadvantaged students," Educational Forum,

38, 3, 1976 321 -326. r : S

Handlin, Oscar. Race and nationality in Amerlcan llfe, New York° Doubleday .
-Anchor, 1957. ' I A A
. ? Ie"- A

Harrlson, Paul Carter. The,drama of Nommo, New, York: Grove Press, 1972.

Henderson, Steven. Understandlng the new Black goet_y °Black speech and Black,
‘music as poetic references, New York: William Morrow, 1973.

Herskovitz, M. J. The'myth"of the African past, Boston., Harper and Brothers, .
1941. ' B et R

o Y o

ngglns Godfrey. Anacalyg_}s' an attemggﬁto draw aside the vell of the
- gaitic Isis: or an inguiry into the origin of languages,. nations and ‘#
.. religions, London° Longman, Rees, Orms,.Brown, Green, Longman, Paternoster
’ rov, 1336, reprinted 1972 by Health Research, P.0. Box 70 Mokelumnehlll,
rCalifornla, 95245 P - . (T
2 3 R

Hildreth, Gertrude H. Introduction to the gifted, McGraw-Hill Book:bompany,

¥y

-~




S R g :. . . ) - i . 130 ¢ °

N R Hill, George E Lauff Reta Jd.; and Youth, John E. Identifying and educating
: : our_gifted children, Athens: Center for Educational Services, Ohio~
University, €ollege of Education, Pupil Services Department _No. l,
November 1957..

o

.

- ) Hllliard, Asa G. "A reivew of Leon Kamin's the séience and polities of IQ,"
v i The Journal of Black Psychology, 2, 2, 1976, 6i=Th.

S . Hilliard, Asa G. "The strengths-and weaknesses of cognitive tests for young i
S children" in J. D, Andrews (Ed ) One Child Ind1v1sible, Washington, D C., o,
1975, l'Z -3k :

F

{f~‘ = Hllliard, Ehomas "The Angela Davis trial: role of Black psychologists in jury '
SN selection and court consultation," Journal of Black R;ychologx, 1, 1, 197k,
- os6-60. -

E ) —

e

Hobbs, Nicholas. The future of children,JSan Francisco, Jossey-Bass, 1975.

-\ Hodgkinson Harold "Evaluation in education: presentation to the American
. Association of Colleges for Teacher Education," Leadership Training g
_ Institute, Annapolis, Maryland, 1972 - ®

,HOlland, John L. "Creative and academic performance among talented adolesdents,"

ournalafEducat;onal Psxchologz 1961, 52 3, 136-147

Hollingworth Leta S. Gifted children: their nature an nurture, New York:
{_ The MacMillian Company, 1926. o e

Holt John The underachiev1ng_school New York: Delta Books, 1969.

Horton, Robin. "African traditionalthought and Western science" in Darryl Forde
_— {Ed.) Africa, 37, 1, London: Oxford University Press, January 1967. -

" -

‘Houston, Susan H. "Black English " Psychology Today, 6, 10, 1973, 45-48.

-3

- Ichisada,)Miyazaki "The civil serVice examination: China s examination. hell?
» Chinese Education, 7, 3, Fall 1974, 6- . , . -

Identification of the gifted and talented, Report of the Connecticut Ta k. Force
— . on Identificaticn, Connecticut State Department of Education. Hartford
* Bureau of Pupil Personnel and Special Education Services, June l97h Y. 1
+ - (Available from ERIC) X F , v
. - - . / .
- Idowu, Bolaji. African traditional religgon a definition, Mary Knoll, New York:
Onbis Books,2-1975. . R L . ot 1

A
\¢ . P ~

- R N [ . "

¢ 3

Jackson, John G “ Man, God civilization, New York: . Universit& Books, Incl;'l972. 1
» L 4

. . Jacobs, Jonmc T "Effectiveness of teacher and parent identification of gifted

L. . _children as a function of school level, Psychology in the Schools, 8 2,

S ., 1971, 1kg-1k2, : : EERRREY ' 1

i ! . . -
= - Y
E & . ¥

- > .
- N L

7




» . : ~ . , . 131

£ . - . . . W .
_ - \, B 3 .

James, C L. R The Black Jacobians: Toussaint L'Ouveture in the San Domlngo

Revolutlon, New York° Vintage Books 1963

- James, George G. M. Stolen 14g4cy, 1954,
Janheinz, Jahn. Neo-African 11»erature: a histor& of Black writing, New York: ~
Grove Press; 1969 ] . ‘ T

" Jenkins, Martin D. "A soclo~psycholog1ca1 study of Negro chlldren of superlor
. 1nte111gence," Journal of Negro Educatlon, 5, 1936, 175-190.
7

e o Jenklns, Martin D. "Case studies of Negro children of Binet IQ, 160 and above,"’
‘ Journal of Negro. Educatlon, 12, 1943, 159-166

______Jhnklns, Martin D. "Intellectually superior Negro youth: problems and needs,"
- Journal of Negro Education, 19, 195, -322-332.

Jenkins, Martln D. "The upper limit of ability among Amerlcan Negroes," h N
Sc1€nt1f1c Monthly, 66,. 19&8 399-&01 ‘ o

Jespersen, Otto. Mankind, nation and 1nd1V1dual from 2 l;;gvlstlc point of
. view, Bloomlngton, Indiana Un1verS1ty Press, 1946.

. Joestlng, Joan and Joesting, Robert. "Differences among self-descriptions of

gifted Black ‘corlege students and their less intelligent counterparts," ‘ -
Glfted Child Quarterly, 13, 3, 1969, 175- -180. ' -

Jones, LeR01. Blues people: the Negro experlence in White Amerlca and the'
"music that developed from 1t, New York: William Morrow and Company, 1963

\

\
\
Y

. Justman, J. and Wrightstone,.J. W. . "Phe expressed attitudes of teachers toward
special classes for 1nte11ectually gifted children," Educatioual Administration

o .. and o;perv151on, k2, 1956, 141-148. . ‘ \
Kagan, Jerome. Preferred modes of conceptualization: consistency and;'igffifiL \
cance of an analytic att1tude, Yellow Springs, Ohio: Tels Resegrch v
. ‘Institute, 1962. : * \
. . © . \.
Kamin, Leon J. The science angd politics of IQ, Lawrence Erlbaum Associates, :
New York, John wlley, 197h. ° -
Karlins, Marvin. "A note on a new test of creativity," Journal of Creative

Behavior, 6, 2,.1972, 95~ -101.
Karnes, Merle B. and utthers. “Culturally dlsadvantaged chlldren of hlgher

potential: intellectual funCtlonlng and educational implications," N

Champangn Communlty Unit & Schools, IllanIS, September 1965 ;

) ,keatlng, Dan1e1 P. Precoclous cogpitive development at the level of formal
. . .. Operations, National Science Foundation, Washington, D, C., October 1973.
. : . i . '

g - Vi N - . .
M . . . .y b . ¢z : -
-




o
gx. '

‘Keogh, Barbara K. -and Smith, Carol E. "Identlflcatlon of educatipnally high
risk. and high potentlal children," Journal of School Psychology, 1970,
285-290. - -

LN

T King, L., M. African philosophy: assumptions and parad;ggs for research on
Black persons, A compilation of papers of the first| annual J. Alfred Carnon ’

) , ot research series conference, Culver City, Californla, NIMH Grant numbers,
" ROLMH 255580-01, May 1975. o \ ~

Kirk Winifred D "A tentative screening procedure for selectlng brlght and
slow children in klndergarten, Exceptional Children, 33, b, 1 1966, 235-41.

Klineberg, O. Race dlfferences, New York Harper, 1935. ~el

Klingelhoffer, E. L. A b1bllography of psychological research and wr1t1ny
on Afrlca, Uppsala, Scandinavian Institute of Afrlcan‘Studles, 1967

Knapen, Marle. " "Some results of .an 1nqu1ry inte the 1nf1ue ce of child training
pract1ces on the development of personality in a Bacongp society (Belglan
Congo)," Journal of Soc1al Psychology, 47, 1958, 223-2%9

Ko, Yung-Ho. "'The BendeYt Gestalt as a test for visual-verbal coordination,"
National Taiwan University, Taipei, Republlc of Chlna, ACTA Psychologlcal
Tarwanlca, 1%, 1972, 52-66 ) . . -

Kough, Jack and De Haan, Robert. "Identifying children who need help," Teacher's
Guidance Handbook, Part I, Science Research Associates, Chicago, 1955

~ » Kwong, Stanley T.. "The effects of the cultural revolution on educatlonal

- policies of higher cducation in the Pqule s Republic of C 1na, Paper,
presented to the Asian Ame. ican Conference (Unlversity of Massachusetts,
__December 6, L97h). . _ E

Kysellar, Will and Bunton, George. "Polyneslan stars and men: the puzzle of
the ancients," Navigation.of the Po;xneslans, Honolulu, Bernice P. Bishop
~ Museum, 1969. .
Labov, William. Language in the inner city: studies in the Black Engllsh
- vernacular, Philadelphia: University of Pennsylvanxa Press, 1272

Labov, William. "Academic ignorance and Black 1ntelllgence, Atlahtic Monthly,
6, 1972,759-67.  * ‘ \

Landry, Richard G. !"The factorial orthogonallty of the Torrance Tests of
,Creative Thinking and the Cultur€ Fair Intelligence Test, i College
Lducatlon Record, (University of North Dakota) 23 1957, 20-2

_Laycock, Samuel R. Gifted chlldren, The Copp Clark Teacher 's Handbo k Serles,
Copp Clark Press; 1957 , - <

-

faid




Lazar, Alfred L. and Duncan, Donald K. The challenge of accountability in
programs for the gifted, Califurhia .issociation for the Gifted, 1971.

] Lessgf, Gerald S.; Davis, Frederick D. and Nehemon, Lucille. "The identifi-
, catlon.of gifted elementary school children with exceptional scientific
talent," Educational Psychological Measurement, 22, 1962, 349-364.

Levine, Murray. "The academic achievement test: its historical context
and social functions," American Psychologists, 31, 3, 1976, 228-238.

s

Levi-Strauss, Claude. The savage ming, Chicago:l‘UniVersity of Chicago Press,

1962. .-

-

{ lewis, David. We thé navigators: -the ancient art of land finding in the
Pacific, Honolulu: University of Hawaii-Press, 1972.

g - Lewis, Diane. "Anthropology in colonialism,"” Current Anthropﬁlogx, 1k,
) 5, 1973, 581=602. -

i

Léwis, Diane. The Black family: socialization in sex roles, Phylon, 36,'
3, 1975, 221-237.

v

Lewis, W. D, "Some characteristics of children designated as mentally retarded, .
as problems, and as geniuses by teachers," Journal of Genetic Psychology, :

1945, 67, 67-75. . . -

Li, Anita. "Parental attitudes, test anxiety, and achievement motivation:
a Hong Xong study," Journal of Social Psychology, 93, 1, 1974, 3-12.

Linden, Kathryn and Linden, James. Modern mental measurement: a historical .
perspective, Houghton Mifflin’Company, 1968. '

e
T e i *
Lips, Julius E. The savage hits back, New York: University Books, 1966.

Lloyd, Beverly. Project for "Multi-talent scores of twenty-six second grade o
students," Master's Thesis, San Francisco State University, 1975.

Logan, Rayford W. The betrayal of the Negro: from Rutherford B. Hayes to
Woodrow Wilson, New York: Collier, 1954. -

Luria, A. R. and Yodovich, L. A, £peech and thé development of mental processes
in the child, Baltimore: Penguin Books, 1971.

=

}‘”_w o o - N . i -
MacKinnon, Donald W. "Personality and the realization uf creative potential,”
Arierican Psychology, 20, 4, April 1965. )

—

K MacKinnoh, Donald W. "The nature and nurture of creative talent,"‘Amefican

Psychologist, 17, T, 1962, 484-495. ) _ <

g . . - ; . @

159 o




Majundar, _ P K..and Nundi, P, C. ‘"Raven s standard progress1ve matrices in two.
different populations," -Journal of the Ind1an Academy of AQPLled

Lol Psychology 8, 1971 30-33

fg kN 31) " Mama, C. W.. "Mental measuréments in primitive communltles," Psychologlcal

Bulletin, 37, 360-395, lguo

Lo SN ©

L8

B Mandler, Gene and Stein, B. "The myth of perceptual deficits in Blacks,"
- Un1vers1ty of California, San Diego, Unpublished manuscrlbt

—

v -Marland, S. P., Jr. Education of the gifted and talented - Vol. 2: back- ,

; . .y
L S 4 . .

e o ground papers, Department of Health, Educatlon.and Welfare, Washington, D. C.
' 1974, - o <

Martinson, Ruth A. Educatlonal programs for gifted pupils, Sacramento,
California State Department of Educatlon, l96l (flnal report of the
- Callfornla Pilot Project) _ i -

1 -

- ) Mart1ns0n, Ruth A. "The 1dent1f1catlon of the glfxed and talented - working
e T 0w T draft " 1973. . .

————— R
T —

Maslh ‘Lalit K. "Manifest needs of high achieving and underachieving elementary

school children in a culturally disadvantaged—setting," New York State—*—“*wlﬁé
Personnel and Guidance Journal, 9, 1, 1974, 55-61. R A]

-

Massey, "Gerald. Anclent Egypt, the llght of the world, (A work of reclamation
- and restitution in 12 books) New York: Samuel Weiser, Inc., 1973
(originally published 1907). o

.=~ 7 .. Matlock, Joseph H. and Mace, Betty J. "Language characteristics of Mexican -
. . American children: implications for assessment," Journal of School

_Psychology, 11, 4, 1973, 365. : 3v

Maw, Wallace H. and Maw, Ethel W. "Selection of unbalanced designs by chlldren
hlgh in curiosity,”" Child Development 33, 1962, 9l7 922

= " Mhltl, John S. Afrlcan rellg;ons and Qh;losophy, New York: Praeger, 1969.

McGehee, William and Drayton, Lewis W. "The soczo;economlc status of the
homes of mentally superior and retarded children and the occupatlonal al T
rank of their parents," Pedagogical Semlnary and Journal of Genet1c

Psychology, 60, 375-38k. - T

-

McKee, J. P, "Test of primary mental ab111t1es applied to superior children," Y

Journal of Flucational Psychology, L3, 1952, 45-56.

©

Meeker, Mary N. "Identlfylng potentlal glftedness,“ NASSP Bullet1n, 55, l97l,
92-95. < . by

"~
»
kS




e - . -
- .
T

Mlller, Sue, Comp .y Glfted and talented program, l973-l97h Greater Juneau s :
Borough- School District, Alaska,:197k.- -

~

Mitchell, Henry. Black belief, New YorkE Harper and Row, 1975. - -

Mitchell?'Henry.' Black preaching, New York: J, B, Lippiﬁcott, 197Q.

Montegu; A. Man's most dangerous myth: the fallaqy.of race, New York:
-, Oxford University Press, 1974 (Originally published 1942).

Montagu, A. (Ed.) The concept of race, New York: Collier, 1964,

Mooner, William J. Charsel: a computer program which selects gualitative
predictors for qualitative criterion predictor problems, paper presented

"+ at the-Military Testing Association Conference, San Antonlo, Texas, - -
October 28 - - November 2, 1971. : . v S

-

Myrdal Gunnar. The challenge of world poverty: a world'anti-poverty;pfoéraﬁ
in outllne, New York: Vintage Books, 1970. h ’ . A\
B M 1 '

' Myrdal, Gunnar. Objectivigy in social reseaxch; New York: ‘Pantheon Books, 1969.

-

Newland F. Ernest. "Assumptions underlying psychologlcal_testlng, Journal
of School Psychology, 11, %, 1973;-315- 322 —_— , N
T TTe— Y

. T et

New York City Board of Education. Demonstratlon guldénce project, Manhattad;gife
¢ junior high school 43, Manhdttan and George Washlngton hlgh school,
Progress report. . - R

[

- sme e

Nobleb, Wade W. "Extended self: rethlnklng the so-called Negro self-concept "
Jourual of Black Psychology, 2, 1976, 15-2k.

e »

Nobles, Wade W. "Psychologlcal research in the Black seif-éoneept: a critical o
,  review," Journal of Social Issues, 29, 1, 1973, 11-3l. ot A

Norstrom, Carl; Friedenberg, Edgdar A. and Gold, Hilary A. Ressentiment in
secondary education, New York: Random House, 1967.

Oliver; Paul. Savannah‘gyncopator3° Afrdcan retention in the Blues, New York:

— Stlen and Day, 1970. B

Ord, I. G. "Testlng for educatlonal and occupational selection in developing
countries - a review," Occupational Psxrho_;gx 46, 1972 123-166.

-

ord, I. G. Mental tests for pre-llterates, London: Gran, 1971, o -

ord, I. G. "The Pacific .test series," Melbourne, ACER, 1968.

Ornstein, Robert E. The psychology of consciousness, Baltimore: Penguin, 19'12.~

- . ' ——



—

. Paz, Octavio. Labyrinth of solltude. life and thouggt in Mexieo, New York:
. . Grove Press, In¢., 1961 0r1g1nally published 1950 - )

_PllCh Mary M. Bltllograghx on the educatlon of the gifted, Miﬁﬁééota State
- Department of Educatlon, St. Paul, November 1960. - .

- . e . -,

*

, gassow, A, H Education for glfted children and XOuth, New York' Horace Mann-
L L1ncoln Institute, Columbia Univers1ty, ] . .

- -

Passow, A, H. The gifted-digest of major studies, Columbia Univers1ty, New York,
New York, Graduate School of Education, 19 L.

Passow, &, H. "The gifted and the dlsadvantagedd atlonal Elementary Pr1nclpal,
51, 5, 24-31, February 1972. _ — .

, Passo«, A, H. and Goldberg, eriam L. "The talented youth project: fi progressz

report," Exceptlonal Chlldren, 1962, 28 (5), 223-231.

~ —

TPegnate, C. Ve "Identlfylng mentally gifted in Junior-hlgh schools,

Pittsburg BchOOIS, 33, 1959, 215-223.-

o

Peterson, Joseph. Ear;y conceptimms and ‘tests of 1nte111gence Chicago: World ~
Book Company, 925 S , . ] »

LN

Pettigrew, Thomas F. P;proflle of the Negro Amerlcan, Princeton, D. Van Norstrand
Com»Pg, Inc s l%l‘l“ ¥

¥
-

T L
Pinneau, Samuel R. Changes in. 1nte111gence quot1ent Bosg?n " Houghton Mifflin,
1961, By — e

<

Plant, Richard L Biuegrlnt for talent searching: Ameérdca's hzdden mangower,éﬁ¢‘ .

New York: National Scholarshlo Service and Fund for Negro Students, 1957.

-

. Plato Timaeus and critia, Balt1more° Penguin Books, 1971. .

2 . 3 3 AN N

Plowman, Paul D. CallfornlaAgrogect,talent, Callfornla State Department of"
Educatlon, Sacramento, 1967

- - T 4

Plhmpp, Ster11ng ‘Black r1tuals, Chicago Th1rd World Press, 1973

.

- -

Porteus, S. D. "fental tests with Australian abor1g1nes, P_ychologlcal Rev;ew, .
. 2y, 1917, 32\k42. > N
PulLlas E V A common sense_phlloébghy for modern man: a search for fundamentals,
New York PhlloSOPhlcal Library, 1975. . . _ '
) Ramirez, M., III, and Castenada, A. Cult ura] democraqy, b1cogn1t1ve development
and educatlon, New, York: Academic Press, 1975 - A

. . - . -




I S S e " - ~
vy - - M .
- 2 . \ ‘<,
« . . .

13

. ¥

* Rarick, John R. "Heredity versus environment: Lysenko resurrected,” Congressional
= g Record: Proceedings and Debates of the lst Congress, 1st Sessic::. 115,
S G, 70100-70101, March 19, 1539 e

. R&rlck, John R. "Piogre is in racial understandlng through science," Co_gre331onal .
S Record, 115, 55 6515 6519, March 13, 1969. . } .

‘*“—‘——ReISman———annk.__The_culturally deprived child, chapter 7 "The slow gifted Chlld L
Harper and Row Publishers, Inc., 1962,

Rellas, Archle J. "The use of the WPPSPI in the early identification of gifted . -
students,“ California Journal of Educational Research, 20 3, 117-119,
" May l9o9 . = o )

~

,Renzulll, Joseph 8. "Project_ improve - system for 1dent1fy1ng gifted and talented
students," 1971; Paper presented at, the 11th Southeastern Conference on
Measurement Education (December 8- -9; . 1972) (Avallable from ERIC). "

" Renzulli, Joseph S. and others. "Teacher identification of superlor students,",.

Exceptlonaf'Chlldren, 38, 3, 1971, 211-21k.

~

Rice, Joseph P. The gifted developlng total talent, Sprlngfleld, Illinois,
_ Charles C. Thomas;. 1970.

Richmond, Bert 0. "'Creative and cognitive abllrtles of White and Negro chlldren,
. Georgia’ Un1vers1ty, Athens, 1968. .
Richmond, Bert 0. and Norton, William A. '"Creative production‘and developmental
age in d1sadvantag§ﬁ children," Elementary School Journal, 73, 5, 1973,
279-284 . T, . . -

-

-

—Rlpple, R. E. and May, ‘F. B. "Cautlon in compar:ag creat1v1ty and IQ," ELychologlcal
Reports, 1962, 10, 229-230. d oD

-

Rodney, W. How Europe underdevelgped Africa,. Washington, D, C.: Howard Universityr -
Press, 19Th. . .

Rogers, J. A. Nature knows no color line: research into the ,Negro ancestory in
the Whlte 1ace, New York: Helga M. Rogers, 1270 5th Avenue, 1952

ogers, J. A. i Sex and race‘. why White and Black mate nlsplte of__ppgs;tlon, .
Vol. III,gNew York: Helga M. Rogers, 1270 5th Avenue, 194k,

(Originally publlshed 1946).

Royce, Joseph R. .Phe encaps.:lated man: an interdisciplinary essay on the search
. for meaning, New York: Van Norstrand and Reinhold, 1964. =~ .

R‘fers; J. A. The world's great men of co&or, Vol. I, New York: Collier, 1972,°\

* " . |
|
|

|

Rubovitz, P. and Maehr, M. The effects of the labels 'gifted' and non;glfted' - A
on teacher's interactions with Black and Whiie students, Unpubllshed -
manuscrlpt Unlverslty of Illinois, 1972.

. §: ¢ . :1(33

i ' o
I8 - B . N

1.

i

W P
~ . i
s i !




,/r: ' : - : v S 138

R h M . .
‘."“ v - . - .. ¢ - .

0 .
-~ . - i . ¥

Russell, Tony. "~ Blecks. whites and the blues, New York: Stein'énd.DJy, 1970..

ke

Ryan, William. Blaning the victim, New York: Vintage Books,'l97L. S

f’! . Saﬁford Phillip S "The prediction of creat1v1ty and academic achievement
from a concrete preceptual-cognitlve task," Michigan Unlver51ty, Midwest -~
Research Center, Ann Arbor, L9UT. '

¥ { - ] . o,

- .

AL ’j %amuda, Ronald J. Phychological testing of American minorities:.'issues.and
— T —:-conseguences, New York: Tedd, Mead and Company, 1975 . v o

o'-.‘ x )

T m——— ——— L o.’ \;L » o
Sato, Irving S. ."The culturally different child - the dawning of his day? < 'Eg ;:
Exceptional Children, 4o, 8, 1973, 572-576. - s 3}‘

-
7 -

.',Scheflen, Albert E How behav1or means, New York: Jason Aronson, 197k,
f Schragg, Peter and Divoky, Dlane The myth of the.hyperactiﬁe chiia: and. 5
. " other means_of child control, New York: Random House, 1975.
/- Schwarz. P. A. Abllltx testlng in develonlng countries: a handbook of principles
A ,- and techniques, American Institute for Research, New Ybrk. Praeger, 1972.

R Scobie, Edward. Black Britannia:. a history of Bldcks ih Britain, Chicagr: T
Johnson Publishing, 1972, D T
. - i . F
_— Shah, J. H. "Gutarati adoptation and standardization of the Stanford-Blnet ‘
intelligence scale (1960 version): from L. M., ," Indian Journal of
Psychologx_and Education, 4, 2, 1973, 67-82.

* ~
+

Shapiro, D. Neurotic styles, New York: Basic Books, 1965. -

Sidran, Ben. .Black talk, New York: Holt, Rhlnehart and Winston, 1971 ’ %

L 3

Slmpklns, Cuthbert; and Ormond Coletrain: a blographJ, New York: Herndogm,
- “.House, 1975.

e

Silberman, Melvin L, (Ed.). The experience of schoollng, New York' Holt,
o Rhinehart and Wlnston, 1971.

B ¥ .
Skager, Rodney. Mentally gifted dlsadvantageg'students' an_investigation of
methods of identification, including the use-of ‘culturally fair tests',
at the eighth grade level, University of California at Los Angeles, .
¢ sponsored by the Center for Educa .ional Research and Development HEW,

> Washington, D. C., April 1972. -_ ,
‘I/ * - o e L4 .
Y tmith, G. and Kniker, C. R. Myth and reality: a reader in- educaticnal foundations,
b Boston: - Allyn and Bacon, 1972. I . s
Snowden, Frank M., Jfa Blacks in antiquity: Ethiopia in the Greco-Roman

. experieice, Cambridge: Belknap Press, Harvard University Press, 1970.

-~ "\"

|
i
l
[
|
[ Ll




. N ; N ‘ » N «
- T ,-i~ z L% v _‘_,_:: - o

Stallings, Clifford J. "f‘ontemporary identification and program models for
"t~ gifted third world children," Unpublished manuscript, Unlted States

"

Ta.ylor, Clyde. “‘I’he la.ngua.ge of hlp. a historical perspectlve, Unpubllshed',_

-,;,», © 7 .manuscript, 1975.0 o ' R Y
F, /"fa.ylor, C. "Be ta.lent developers...as well as’ Knowledge dispensers,”
Toda,y s Educa.tlon, 57, %968 67-69. Lo z~ =

,,.-\—'/«( Ta.ylor', C. and Holland, J, L. "Development and appllca.tlon of tests of
- creatinty, Review of Fducational Research, 32, 1962, 91-102.

5 Srooo — : -

Ta.ylor, Orla.ndo. Interview - August, 1975, San Francisco (See L,onsulta.nt list)

PRI

T 'l‘en}{out;en, Warren D. and Kaplan, Charles 'D. Science and ‘its- mJ.rror image:
f “a_theory of 1nqgl_ry, New York: Ha.rper and Row, 1973 -
- ' 3 ® Toe 165 04 o

Internatlona.l University,. San Diego, Ca.l:.fornla.. U -
po - )
0 Stallings, Clifforgd J. Stalllr_lgs' env1ronmenta.lly_ ba.sed screen, Third Rev131on,
v ., 1975, U. S. Naval-Personnel Research and Development Center, San\DJ.ego, e
R e L c Callform.a. G . . N I - . -
o s V.Sta.nley, Julian C. "Test; biases of Jrospective tea.chers for 15’ent1fy{:ng . A
" gifted ch11d_ren,“ School"» and Society, 87,01959, 175-177 o
A ; Sta.nley, Julla.n c. Usmg tests to d].scover talent, John Hopkms University, ) . T
T . Baltimore, Maryland, August 1973. .Y N ] :
»‘f A - ",' - : t i p’" j
S ‘,Stoddard, I.othrop’ The risng tide. of color against White world supremac ', - '2
: ' Westport, Connecticut: Negro Un1ver31t1es Press, 1971 (Orlgina.lly publlshed
1920) ) .o . =, N .. ~ n
L ' Stone, Chuck.” Kings strut, New York: Bobbs-}ﬁerrll, 1970. | Ll
L* o Strang, Ruth- Helglng your Lfted chlld, New York. E P. Dulton and Co., Ine., :
Mv ,‘"‘ N . - ‘_i 4960, 27 ’ N l . ) > . . ot : .;’, . *
:;(.«2"" - . B . . R [
s Rl Sl:rong, Ala.ce C. "Three hundred a.nd flfty White and colored children measured oo
* by the Binet-Simon measuring scale of intelligencé: a compa:a.t:.ve study, Lol
v'f:.; ;» -The Peda ﬁg_cal Seminary, 20, 1913, 485-513. - 3 - e )
>,‘$ Studles of glfted chlldren completed by studente at the Un1versity of Kansas,.w 4," .
PR .,-‘_'} Kansas Stu.d::.es in Education, ‘17, l,, 1967 " : N
$ L < Sulliva.n, Allen R. "The 1dent1flca,tlon of glfted and academlca.lly,ta.lented ‘ —
« .t - - - Black students: a hidden exceptlonal:.ty, gournal of §2ecla.l Education, o
~ ﬁA.g,,u 19737 313-319. - | — - S
il Ta.nnenbaum, Abraham J. "Spec1a.]. education and programs’ for dlsa.dva.ntaged chlldren :
N a.nd yonth " Council for Exceptional Children, Wa.shington, D. C., 1968. ¥




. ) i ‘/’_’_,,,—-— v’ ’
e Terman,‘Lewis_ghw Genetic studies of genius, Palo Alto: Stanford University
Press; 1959. " L L S

L — ) Terman, Liewis M. and others. Mental and physical traits of a thousand gifted
' chlldren, Palo Alto: Stahford University Press, 1905.

Terman, Lewis M. and Oden,4Mebta H. and others. The gifted child grows q§°
twenty-five year follow-up of a superior group, Stanford, Celifornias
- Stanford;Uhlversity Press, l9h7 (Genetic Studles of Genius, Vol. IV)

°

{ . 'The successful urbafl slum child: a psychological stugx of Eersonalltx and
;ﬁ» . . - academic success in deprived children, Coli~tia.University, New !brk,
%« . New York: Institute of Urban Studles, March 1965 3

- Theman,fV1ola and Witty, Paul. "Case studles and genetlc records of two glfted
RN .INegroes;" Journal of Psychology, 15, l9h3, 165-181.

@

. A .
- . Thomas, Lawrence G. '"Mental tests as 1nstruments of sc1ence," Pszchologleal :
‘ Monograghs, 54¥ 3, l9k2. . :

T Thomas) L. and'Sillen, S. Raclsm and psychiatry, iew York: Brunner/Mazel,
asta g 1972 . D

. »

} S ‘Thompson, Margery. "Identifying the gifted," National Elementarg_frlnclpal,
R Y 51, 5’ Februa.ry 1972’ 37"4,4
- ti '_ ﬁpll, Robert C. Blacklng up: the minstrel show 1n l9th centuryfAmerlca, New Ybrk-
S -3, Oxford Unlver51ty Press, 197k, e . i
LA , Torrance, E Paul. "Cul.ural dlscontlnultres and the de§elopment of original
ST thlnklng," Exceptional Chlldren? 29, 1, 1962, 2-13.
. * (:L:' ,‘ . . s
L Torrance, E. Paul. Gifted children in the classroom, New York: MacMillan
£ Company, 1965. :
e Torrance, E. Paul. "Non-testlng indicators of creative talent among dlsadvantaged
s children," The Gifted Child Quarterly, 17, 1, 1973, 4-5.
g‘f ' Torrance, E. Paul and others. Identlflcatlon of gifted and creative children
* M and youth among Black disadvantaged groups, a symp051um/workshop presented
- . by members of the B1-rac1al Identification Committee, December 1972,
N paper presented at Session I of @outheastern Invitational Conference on
R . Measurement in Educatlon, Athens, Georgia, December 8, 1972
S *  Torrance, E. Paul. "Testlng and creatlve talent," Educafion Leadershigz
T 20, 1, 1962, 7-1i. S ' .
) Torrance, E. Paul "Training teachers and leaders to recognize:and acknowledge
. creatlve behav1or among dlsadvantaged chlldren, Thé Gifted Child Quarterly, |
R (165 1, 1972. ’ : .

¢ . - . e

Y

\




141

k4

dt‘~Torrahce E. Paul. . "What kind of péison are you? A brief screening device for

B8 1dent1fy1ng creatlvely glfted adolescents and adulto,' ‘Gifted Child

g terlx, 1k, 27 1/1975, 7L-75.. . LT
Trudeau, Elalne. Ana_ySL» ‘of state laws for gifted chlldren, Information
Clearlnghouse for Excrptﬂonal Children, Arlington, Virginia, June 1973.

.

'Trudeau, Elalne and others. " State laws and administrative procedures relating
to cxceptional . children, Washington, D, C., June 1973 (Available from
Council for Exceptional Children). . T

Turner, Lorenzo ﬁl Africanisms in the Gullah dialect, New'Ybrk: Arnold Press,
’ 1969. ’ ’ : ‘

-
*

Tyler, Ralph W. and Wolfe, Richard M. Crucial issues in testing, Berkeley:
McCutchan, -197k4. i . . — ,

United -States Commission on ClVll‘ﬁzgnts, Clearinghouse Publication No. 51.
"A better chance to learn*‘ bilingual - bicultural education," May 1975.

United States Senate. “Indlan education: a national tragedy - a national challenge
in Smlth Glen, and Klnker, Charles R. Mxth ana Reality, Boston: Allyn
and Bacon, 1972, 182-187

Valentine, Charles and Valentlne, Betty Lou. "Brain damage and the intellectual
defense of inequality," €urrent Anthropologzy, 16, 1, 1975, 117-150.

Valentine, Charles. QDeflcit, difference, and bicultural fodels of Afro-
American behav1or, Harvard Educational Review, 41, 2, 1971.

]

Volney, C. F. The ruinel or, meditation on the revolution of empires: and
the law of nature, New York: Truth Seeker Co., 1950 (Originally published
. 1793). Co. . . " .

-

- Vygotsky, L, S. Thought and language Cambrldge. the MIT Press, 1962.

' Wallach, Michael A. "Impact of science on 5001ety,“ 21 4, 1970, 333-345.

Wallach, Michael A. and Wing, C, W., Jr. The talented student: a validation
~. ©of the creativity intelligence distraction, New York: Holts Rhinehart and
Winston, Inc., 1969. . ) R

,Vallard,:Jaqes. Lost worlds of Afrlca, New York‘\ E. T. Dutton, Inc., 1967.

Weber,’Da&la J. Foreigners in thelr native land: historical roots of the
Mexican-American, Albuquerque: University of New Mexico Press, _1975.




S . - e e

= - STaw

Y

Weens, Luther X. "The rhythm of Black personality in African philosophy: o
assumptions and paradigms for research on Black persons, the first annual
.J. Alfred Cannon Research Series Conference, Culver City, Ca11f01n1a,

. NIMi Grant- #ROLMH 255580-01, May 1975 X .

ﬁelsh Georye S. "Relatlonshlps of‘lntelllgence tests scores to measures of
anx1ety impulsiveness and verbal interests in gifted adoiescents,” North
Carolina Un1vers1ty, DHCW, Washington, D.C., Bureau of Research, December

1967 . ; R . . ,» :

Western Regional «Conference on Testlng Problems (7th, Los Angeles, Callfornla,
*March 14, 1958) Testing for the discovery and development of human talent,
IR Educatlonal Testing Service, Los Angeles, Callfornla, March 1958.

‘o

Weyl, Nathanial and Bossony, Steven. The geograghy of 1ntellect, Chicago: , Henry
Regnery Company ,- 1963. \» I ' \

-

3

Whlpple, Guy Montrose. "Classes for gifted children: an experifiental study of
methods of selection and 1nstructlon," School and Home Educational Monographs,
- No.. 1, Pub11c School Publlshlng Company, Bloomington, IllanlS, 1924,

White, Alan J. aad Lanza, LeOnard G. Identification of the g;fted and talented,
Report of the Conneoﬁtcut Task Foxce on Identification, Working Draft,
Connecticut State Department of mducatlon, Hartford, Bureau of Pupil,
Personnel and-Special Education Serv1ces, June 197& . ,

Whitehurst, "Comments on the Jensen article on’ 1nte111gence, Congressional
’Record 115, 7, 9426, Aprll 17, 1969. - .

Whorf, Benjamin Lee. Language, thought and reality, Cambridge: Ehe MIT Press,
1956 (Orlglnally publishea 1927-1941). - ' .
chher Frederic R. (Ed.). Readings g? Afrlca_gpsychology from French language
sources, African Studies Center in Cooperation with the Office of Inter-

natlonal Erograms, Mlchlgan State Un1vers1ty, 1967

~

- .

. w1ener, Leo. Afrlca and the d1scoverx of -America, New York: Kraus Reprint Company,
: Ly 1971 (originally published 1922, by Innes and Sons, Phlladelphla)

- B ﬁ;g, N. N.; Pershad D. -and Verma, S. K. "The use of psychometrlc tools in
. Indian psychlatrlc ‘research: a reappraisal," Indian Journal of Clinical

Psxchologx 1, 1,°197%, 8-14. -
¢ ,'\" : ‘01

\'w1111ams, Cnancellor, The destructlon of Black civilization: great issues of &

" a race from 4500 B, C to 2000 A, D.,-Chicago Third World Press, 1974, o

') N :
w1lllams, F E. and Eberle, F. F. Creative production and the classroom,

Fdwardsv1lle, Illln01s, 1967.

‘,
R




2

Woodbury, Rogeruw. Research in progress: Talented Delinguents, 1972 (ERIC

Markham, 1970.

Williams, Jane Case. Education of the gifted and talented: a role for the o
private sector, Office of Education (DHEW), Washington, D, C., Office
for Gifted and Talented. . £ .

* Williams, Robert L. (Ed.).. Ebonics: the true language of Black folks, St. Louis

The Institute of Black Studies, 1975.

Wllspn, Frank T. “Some special ability test scores of gifted_ chlldren," Journal

. of Genetic Psychology, 82, 1952, 59-68.

5o~ B
Wlnthrqp, H. "Discovery of the gifted child: new materlals and techniques for
the early detection of unusual intellectual ability," Bulletin for the

Mennlnger Clinic, 23, 1959, 85- 96

Witkin,. 'H, A, "A cognitive style approach to cross-cultural research," Inter-
_ national Journal of Abnormal Psychology, 70, 5,° 1965, 5&6 -593.

~

Witty, Paul. A study of one-hundred gifted children, Lawrence, Kansas, Bureau
’ of Services and Research University of Kansas, 1930.

Witty, Paanl. “Contrlbutlons to the IQ Qontroversy from the study of superior

deviates," - School and Society, Si “1940, 505. ) , Mg

ﬁitty,.Paul. "Dées the IQ identify all gifted children?” Natlonal Parent/
~ Teacher, 51, 1957. . :

Witty, Paul and Bloom, S. W. "Education of the gifted," ‘School and Society,
78, 1953, 113-119. - o o ]

Witty, Paul. “The educataon of the gifted and the creatlve, Gifted Child
guarterlz, 15, 2, 1971, 109- -116. .

Witty, Paul’ "Some<cons1deratlon in the educatlon of gifted children,"
Educatlonal Administration and S;perv1s1on, 36, l9h0 512-521.

Witty, Paul. The;g_fted child, Boston: Heath and Company, 1951

.Wltty, Paul and Jenkins, Martln D. "The educational achievement of a group of

gifted Negro children," Journal of Educational Psychology, 25y 193k, 585-

59T

Wolfram, Walt "Tevels of sociclinguistic bias in testing," Seminar in Black
Engllsh, Tawrence Erlbaum, 197h.

) ‘0’42052 ) .

o | N : us

- 189

Willlams, Fredrick (Ed ) Language and poverty' perspectives on a_ theme, Chicago '

“

b

M

. WOodsen, Carter Goodwin, The mis-education of the Ne ro, Washington, D. C.:
The Associatea Publishers, Inc., 1969 (Originally published 1933). '




